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Abstract
Before the COVID-19 pandemic, ELL teachers focused their culturally responsive
instruction and supports through creating meaning, promoting academic and social
success, and empowering students and families. In 2020, the COVID-19 pandemic
affected almost all countries and more than 50 million people around the world. The
purpose of this study was to investigate how ELL teachers’ support for students in a
southeastern school district, IISD, changed during the COVID-19 pandemic and ELL
teachers’ perceptions of how this change may have impacted ELLs during the COVID-19
pandemic. This qualitative, basic interpretive design using a questionnaire provided me
with opportunities to examine how ELL teachers’ support for ELLs. I sent the
questionnaire to 41 ELL teachers who were representatives of 30 elementary, middle, and
high schools. The responses from the eight participants highlighted the ELL supports’
impact during the COVID-19 pandemic. I discovered several consistent themes of the
ELL teachers’ supports that existed before the COVID-19 pandemic in the areas of
student, family, and staff support, as well as community and stakeholder engagement.
Additionally, I discovered the ELL teachers’ perceptions were divided between two
groups of those who felt that nothing changed due to the COVID-19 pandemic and those
who felt the opposite, being more involved with supports increasing during the COVID19 pandemic.
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Chapter I: Introduction
According to Espino Calderon et al. (2020), U.S. schools saw a continued influx
of English learners. Tennessee Department of Education (2018) noted the English learner
population in the United States has been growing for the last decade, and Tennessee’s
English learner population has doubled in the past ten years, with more school districts
serving English learners than in previous years. “The United States is a nation of
immigrants. This wonderful fusion of culture and global richness is a historical constant”
(Espino Calderon et al., 2020, p. 22). The U.S. Department of Education (2020a, para.6)
identified an English Language Learner (ELL) as “a national-origin-minority student who
is limited-English-proficient.” An English Language Learner (ELL) program was
identified as “a program of techniques, methodology and special curriculum designed to
teach ELL students English language skills, which may include listening, speaking,
reading, writing, study skills, content vocabulary, and cultural orientation” (U.S.
Department of Education, 2020a, Glossary).
Espino Calderon et al. (2020) advocated not only for following minimum federal
expectations but also for finding “a profound sense of justice and a moral imperative” in
ESL instruction with the goal of achieving equitable outcomes (p. 21). More importantly,
Espino Calderon et al. (2020) proposed a shift in practice toward the strengths of ELL
students based on the strengths and assets they could bring to society. Finally, Espino
Calderon et al. (2020) suggested the importance of collaboration between students,
schools, and school districts with the goal of supporting ELL students’ academic and
personal success.
According to Tinubu Ali and Herrera (2020), by the end of March 2020, school
closures affected 55.1 million PreK-12 public school students nationwide, with school
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leaders turning to virtual learning and paper packets to minimize disruptions to
instruction due to the COVID-19 pandemic. Education Week (2021) reported more than
13,000 school districts offered in-person and virtual instruction, and due to the challenge
of reporting accurate data of the COVID-19 cases, there was no comprehensive, national
data collection system to accurately determine how the pandemic truly affected students.
Tennessee Department of Education (2022) indicated it could not verify or make
representation regarding the accuracy of the COVID-19 student and employee attendance
data due to the nature of being provisional and subject to change on a weekly basis.
Tinubu Ali and Herrera (2020) concluded school district leaders had provided additional
support services and learning opportunities for ELLs and their families to ensure they had
access to school meals, virtual learning, tutoring, coaching, and other services in both
English and their home language.
Before the COVID-19 pandemic, Short et al. (2018) indicated the importance of
the ELL teachers’ role in education related to being mentors to students, resource agents
to content area teachers and administrators, and advocates to ELL families. Due to the
COVID-19 pandemic, Council of the Great City Schools (2020) outlined additional areas
of the pandemic impact on ELL families such as health, financial stability, access to
public assistance and resources, learning (access to devices and instruction), mental
health, and social-emotional wellbeing. On the other hand, Council of the Great City
Schools (2020) stressed the education system needed a vision of content and language
acceleration rather than remediation during and after the COVID-19 pandemic. As a
result of shared expertise during the COVID-19 pandemic, as outlined by Short et al.
(2018), ELL teachers helped build capacity within their schools and offered an exemplary
education to ELLs by shifting their supports into areas they may not have supported prior
2

to the COVID-19 pandemic. The purpose of this study was to investigate how ELL
teachers’ support for students in a southeastern school district, Ivanya International
School district (IISD), pseudonym used in this study, changed during the COVID-19
pandemic and ELL teachers’ perceptions of how this change may have affected ELLs
during the COVID-19 pandemic.
Statement of the Problem
During the 2020-2021 school year, in a southeastern school district, IISD, ELL
teachers needed to shift their support for ELL students due to the COVID-19 pandemic.
Before the COVID-19 pandemic, culturally responsive ELL instruction and supports
were established through creating meaning, promoting academic and social success, and
empowering students and families (Wenger et al., 2004). World-Class Instructional
Design and Assessment (WIDA, 2021a) indicated the ELL growth, as indicated in their
composite scores, decreased during the COVID-19 pandemic, as compared to their scores
prior the COVID-19 pandemic, especially in the elementary and middle school grades.
As a result, according to Tinubu Ali and Herrera (2020), the following additional
supports were needed for the ELLs during the COVID-19 pandemic: keeping learning at
the center; focusing on developmentally appropriate curriculum; supporting families on
virtual learning practices; interacting and collaborating with students and their families;
and providing social, emotional, and academic supports.
United Nations Educational, Scientific, and Cultural Organization (UNESCO,
2021) estimated over 144 countries suspended in-person education during the COVID-19
pandemic. This closure, due to the COVID-19 pandemic, affected 1.2 billion students
from PreK-12. Millions of students did not attend school due to elementary and
secondary school closures affected by the pandemic (Masonbrink & Hurley, 2020). The
3

passage of Coronavirus Aid, Relief, and Economic Security Act of 2020 (U.S.
Department of Education, 2021b) intended to mitigate risk for educational and health
disparities among children, but the pediatric community advocated for stronger action to
ensure educational, nutritional, physical, and mental health needs for students were still
met during school closures. Additionally, the COVID-19 pandemic presented concerns
for teacher mental and physical health (SCORE, 2020b). SCORE’s (2020b) report
indicated teachers felt anxious about their personal safety and effectiveness of their jobs
which may have led to the teacher burnout and turnover.
About 60% of PreK-12 students started the 2020-2021 school year fully remote,
20% started with a hybrid model of remote and in-person classes, and 20% started school
in-person across the schools in the U.S. (Dorn et al., 2020). According to the United
States Census Bureau (2021), in their Household Pulse Survey, 91% of households with
PreK-12 students always or usually had access to a device for learning and internet
access; however, Black and Hispanic households were three to four percentage points
less likely than White households to have reliable access to devices, and three to six
percentage points less likely to have access to the internet. Racial disparities also existed
as Black and Hispanic students were twice as likely as White students to have received
no live contact with teachers and were three to six percentage points less likely to receive
consistent live instruction than White students (United States Census Bureau, 2021). The
COVID-19 pandemic impacted families in which parental supervision and support were
challenging due language barriers and the need to work outside the home (Dorn et al.
2020). COVID-19 changed families’ routines around school and caused family members
to be forced into staying away from the community and spending more time inside their
homes due to social distancing protocols (Lee, 2021). As a result, community access was
4

minimal, and family members were the main sources of knowledge and experience (Lee,
2021).
The COVID-19 pandemic resulted in great economic impact, including business
closures, loss of money to support education, and cuts in state and school district aid
during the 2020-2021 school year (Aefsky, 2021). Additionally, due to loss of life, food,
shelter, medical care, and other economic security challenges, people needed ongoing
support in mental health (Aefsky, 2021). As school administrators across the nation
attempted to re-open their schools safely, they also took into consideration socialemotional needs and health challenges. Additionally, they took consideration the
inequities that may have occurred for students with disabilities, homeless students,
migrant families, and language learners who required additional education services
(Aefsky, 2021).
Tinubu Ali and Herrera (2020) reported educators were learning how to provide
virtual instruction to minimize the COVID-19 pandemic disruptions to instruction;
however, while technology was important, providing Chromebooks and materials were
not enough to ensure learning was rigorous and meaningful. Zarei and Jailani (2018)
recorded how, with the help of technology, education transformed from the traditional
approach of educators delivering lessons in front of a class, to unlimited boundaries and
expanded learning beyond the traditional classroom setting with a variety of student
opportunities, including blended learning, flipped classrooms, and other online
technologies. Due to the COVID-19 pandemic, ELL teachers faced the inequities in the
areas of technology and devices and managed to put forth all efforts to provide supports,
devices, and digital materials to their students.
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WIDA’s (2021a) English language development framework was based on the
following ELL supports access to opportunity and equity, integration of language and
content, collaboration among stakeholders, and language development. According to the
National Center for Education Statistics (NCES) (2021), ELLs needed to participate in
language assistance programs to attain English proficiency and meet the academic
content and achievement standards. Education professionals in the United States placed
faith in blended learning, flipped classrooms, and virtual learning completely online as a
means of filling gaps in education systems during the COVID-19 pandemic; however, the
question of usefulness of technology for children of limited English proficiency in
schools remained urgent (Meskill & Mossop, 2000). The purpose of this study was to
investigate how ELL teachers’ support for students in a southeastern school district, IISD,
changed during the COVID-19 pandemic and ELL teachers’ perceptions of how this
change may have impacted ELLs during the COVID-19 pandemic.
Research Question
Russian psychologist Vygotsky (1896-1917) influenced research in a variety of
areas related to cognitive processes and their development and dissolution; he sought
opportunities to understand the mental processes in people (Vygotsky & Cole, 1978).
Vygotsky’s theory of social constructivism (Vygotsky & Cole, 1978) guided my research
in developing my research question to examine ELL teachers’ perceptions of supporting
students before and during the COVID-19 pandemic. The following research question led
me in the study of ELL teachers’ perceptions of supporting students prior to and during
the COVID-19 pandemic.
How did English language learner teachers’ support for English language
learners change during the COVID-19 pandemic?
6

Theoretical Framework
Vygotsky developed a theory of learning and cognitive development through a
socio-historical context (Armstrong, 2019). Social constructivism entailed giving an
activity individualized to the learner with the goal of making sense of all the information
and constructing their own meaning from the information (John, 2018). According to
Armstrong (2019), the social constructivism theory addressed learner’s engagement with
the learner’s prior and potential learning. Pathan et al. (2018) discussed how Vygotsky
introduced the concept of language learning in social interaction through social, cultural,
and historical artifacts. Vygotsky believed learners brought two levels of development to
their learning, an actual developmental level, and a potential developmental level,
through the social role and environment of human interaction and socialization (Whelan
Ariza et al., 2006). Social interactionists reviewed the two levels of the language
development as the Zone of Proximal Development (ZPD) through social interaction,
using simplified language, choosing relevant topics, and providing elaboration and
clarification among peers (Whelan Ariza et al., 2006).
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Additionally, ZPD was the cognitive area in which the learner engaged in learning
activities beyond their comfort zone with the assitance of anyone else (Armstrong, 2019).
According to Pathan et al. (2018), ZPD was the distance between the actual development
level as determined by independent problem solving and the level of potential
development through problem soliving under a mentor’s guidance or in collaboration
with peers (see Figure 1). This diagram shows how Social Constructivism connects with
other language theories, in which environment is key to language acquisition, and
learners are being active participants of the language acquisition process (Whelan Ariza
et al., 2006).
Figure 1
Venn Diagram of the Three Language Theories

Bucsis (2019) clarified Vygotsky’s theory as human learning in active process, a
dynamic construction of models of thought and action based on interactions between the
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learner and the environment. Also, learners, through conversations and social
negotiations, tested, created, corrected, and confirmed their present, past, and future
knowledge (Bucsis, 2019). Based on Vygotsky’s work, the importance of social
interactions and the concept of teaching in the ZPD were key to teaching and learning
(Vygotsky & Cole, 1978). Vygotsky and Cole (1978) stressed the establishment of
collaboration. Collaboration was important in negotiating where to go next in the
construction process through contribution of meaning in different ways like offering
suggestions and questions, engaging in dialogue and experimentation play, scaffolding,
establishing planned intervention, critically reflecting, and discussing (Armstrong, 2019).
Additionally, Kumar Shah (2019) noted constructivist teachers helped their learners
through problem-solving and inquiry-based learning activities by formulating and testing
ideas, drawing conclusions, conveying their knowledge through collaborate learning, and
being active recipients of information. In this study, the goal of utilizing social
constructivism was to look through the lens of active learning in the inquiry-based
environment with the purpose of ELL teachers leading each other and their students to
success.
Significance of the Study
Before the COVID-19 pandemic, SCORE (2020c) reported historically
underserved students, such as economically disadvantaged students, performed as low as
22% on the ELA proficiency test; English learners performed as low as 21% proficient,
and students with disabilities performed as low as 12%, with a total of only 35%
proficient. SCORE (2021b) reported enrollment in grades PreK-12 decreased during the
COVID-19 pandemic, with a 13% drop among students in the early grades during the
2020-21 school year. Additionally, during the 2020-21 school year, fewer high school
9

graduates enrolled in postsecondary education with an estimated 2-point drop in the
percentage of students continuing from the first to the second year of their postsecondary
education (SCORE, 2021b). COVID-19 challenges decreased student achievement after
the 2020-21 school year in Tennessee (SCORE, 2021b). SCORE (2021b) reported
achievement gaps remained wide; Hispanic students were about 15 percentage points
below the statewide average in Tennessee.
Tennessee students, educators, and families have experienced enormous,
unforeseen challenges over the last two years, but we know that Tennesseans are
resilient. COVID-19 has disrupted the state’s education progress, but we continue
to believe that Tennessee students can succeed at the highest levels in the nation.
(SCORE, 2021b, p. 5)
At the time of this study, there was limited research on ELL teachers’ scope of
work and the significance they made in the lives of the ELL students during the COVID19 pandemic in the areas of health, financial stability, public assistance, learning, and
mental health; however, there was evident research on the pre-pandemic culturally
responsive ELL instruction and supports. By conducting research on the ELL teacher
supports during the COVID-19 pandemic, educators could have multiple opportunities to
evaluate their current instructional practices and find areas in which supports could be
established that have never been provided or provided in limited capacity before the
COVID-19 pandemic. In this study, I focused on one school-system, IISD, in which the
ELL teachers provided instruction for students in PreK-12 in the 2020-2021 school year.
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Description of the Terms
I included a description of the terms that were important in this study. According
to Roberts and Hyatt (2019), these terms have the possibility of being misunderstood, and
should be defined according to how they are used in the study.
COVID-19 Pandemic
COVID-19 was a disease caused by a virus called SARS-CoV-2; most people
with COVID-19 had mild symptoms; however, some people could become severely ill.
Symptoms may appear within 2-14 days of exposure to the virus; older adults or people
with more severe underlying medical conditions may be at a higher risk of developing
more serious health complications from the COVID-19 illness (Centers for Disease
Control and Prevention, 2021). In March of 2020, COVID-19 became a worldwide threat
impacting people’s physical and mental health, as well as stress to the public (Wu et al.,
2020).
English Language Learner (ELL)
Authors of the Glossary of Education Reform (2021) identified English Language
Learners (ELLs) as students who were unable to communicate fluently, who came from
non-English-speaking backgrounds, and who may require modified instruction in the
English language and in content areas.
English Language Learner (ELL) Teacher
Authors of the Glossary of Education Reform (2021) identified the English
Language Learner (ELL) teacher as an individual who supported ELL students with
academic language programs who received federal funding to monitor academic progress
of students and provide necessary supports in content areas.

11

Supports
World-Class Instructional Design and Assessment (WIDA, 2020) created the
English Language Development Framework of supports based on the following: access to
opportunity and equity, integration of language and content, collaboration among
stakeholders, and language development.
World-Class Instructional Design and Assessment (WIDA)
WIDA was a research-based system of language standards, assessments,
professional learning, and assistance provided to those who taught ELLs. Forty-one states
and territories and approximately 500 international schools throughout the world used the
WIDA standards framework at the time of this study (WIDA, 2021a).
Organization of the Study
In Chapter I of this study, I introduced the term ELL and the federal expectation
of meeting instructional requirements as well as ELL teachers’ moral obligation to those
students. Chapter I also included the statement of the problem, research question about
ELL teachers’ perceptions of supporting students during the COVID-19 pandemic, the
theoretical framework of social constructivism, the significance of the study, and a
description of terms relevant to the research. In Chapter II, I included a review of the
literature, including a description of ELLs, the challenges of the COVID-19 pandemic in
education, and ELL teachers’ role in supporting students both before and during the
COVID-19 pandemic. In Chapter III, I discussed my qualitative basic interpretive
approach by describing the research design, the role of the researcher, participants in the
study, data collection, methods of analysis, reliability and validity, limitations and
delimitations, and assumptions of the study. In Chapter IV, I presented the analyzed data
from the ELL teachers’ questionnaire responses. Finally, in Chapter V, I summarized the
12

findings and considered implications for future research on the ELL teachers’
perceptions.
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Chapter II: Review of the Literature
At the time of this study, ELLs were the fastest growing subgroup of students in
U. S. schools, and their numbers had been increasing each year (National Center for
Education Statistics, 2021). ELLs represented close to 10% of the population in the PreK12 schools in the 2014-15 school year (Short et al., 2018). According to National Center
for Education Statistics (2021), the percentage of ELLs in public schools was higher in
2018 (10.2%, or 5 million students) than in 2010 (9.2 % or 4.5 million students). The
purpose of this study was to investigate how ELL teachers’ support for students in a
southeastern school district, IISD, changed during the COVID-19 pandemic and ELL
teachers’ perceptions of how this change may have impacted ELLs during the COVID-19
pandemic.
ELLs needed extra academic instruction, since many came to this country with
limited schooling; therefore, school administrators needed to adjust to their needs
(Whelan Ariza et al., 2006). Additionally, educators reported the number of students who
struggled with the academic language of school were higher than the number of ELL
programs because some learners had not attainted all the academic skills that would allow
them to participate in all content courses (Short et al., 2018). As a result, ELL educational
reforms in the 2000s increased the academic rigor of instruction and established
accountability measures for school districts (Short et al., 2018).
On March 12, 2020, the World Health Organization (WHO) declared a pandemic
outbreak that originated in Wuhan, Hubei Province, China (Ciotti et al., 2020). Nearly 60
million students lost the opportunity to go to elementary and secondary schools because
of the health and educational challenges of the COVID-19 pandemic (Masonbrink &
Hurley, 2020). Daniel (2020) named COVID-19 the greatest challenge to national
14

education systems in the last 50 years, with institutions having very little time to prepare
for virtual learning.
I began this chapter by identifying terms related to ELLs. Next, I expanded on
ELLs and the COVID-19 pandemic by explaining how virtual learning impacted
education during the COVID-19 pandemic. Then, I described ELL teacher’s role in
education and compared ELL teachers’ support for students before and during the
COVID-19 pandemic.
English Language Learners
In 1970, the Office of Civil Rights informed school districts with more than 5%
national-origin minority children that they had to take steps to rectify these students’
language deficiencies (Whelan Ariza et al., 2006). According to the U.S. Department of
Education:
The obligation not to discriminate based on race, color, or national origin requires
public schools to take affirmative steps to ensure that limited English proficient
(LEP) students, now more commonly known as English Learner (EL) students or
English Language Learners (ELLs), can meaningfully participate in educational
programs and services, and to communicate information to LEP parents in a
language they can understand (2020a, para.1)
In 1974, as a result of the Lau vs. Nichols case, a student could not be denied equal access
to basic subject instruction or to any program offered by an educational entity because the
student exhibited limited English proficiency (U.S. Department of Education, 2020b).
On January 8, 2002, President George W. Bush signed into law the No Child Left
Behind (NCLB) Act, a comprehensive plan to reform schools, change school culture,
empower parents, and improve education to all students who attended public schools
15

including children with disabilities and minorities, immigrants, and ELLs (U.S.
Department of Education, 2021a). According to the authors of the NCLB’s accountability
program, ELLs were a group of students of a highly diverse socioeconomic status,
linguistic and cultural background, level of English proficiency, prior education, and
level of instructional experience (Whelan Ariza et al., 2006). NCLB policymakers
provided new education options for many families; parents were able to choose other
public schools, including charter schools, and could make informed educational choices
for their children such as waiving ELL services if they did not think their children needed
additional language acquisition support (U.S. Department of Education, 2021a).
Additionally, the rapid growth of ELLs in the United States demanded consistent and
accurate measurement of their academic progress; therefore, NCLB policymakers
mandated inclusion of these students in national and state assessments using reliable and
valid measures (Whelan Ariza et al., 2006).
The World-Class Instructional Design and Assessment (WIDA, 2021a) designers
identified language learners as students who were commonly referred to as English
Language Learners (ELLs), Dual Language Learners (DLLs), newcomers (students who
recently arrived from another country), Students with Interrupted Formal Education
(SIFE), Long-Term English Learners (L-TELs), English learners with disabilities, gifted
and talented English learners, heritage language learners, students with English as an
Additional Language (EAL), and students who spoke varieties of English or indigenous
languages. Language learners came from a range of cultural, linguistic, educational, and
socioeconomic backgrounds and had many physical, social, emotional, and cognitive
differences (WIDA, 2021a). They brought assets, potential, and resources to schools that
educators needed to increase equity in standards-based systems (WIDA, 2021a). The
16

great majority of ELLs participated in an English language development program at their
school designed to meet their needs, and regardless of its design, the goal of each
program was to provide academic supports to function in content courses as well as
provide English supports (Whelan Ariza et al., 2006).
Various language proficiency standards existed to define language acquisition,
and in the United States, Every Student Succeeds Act (ESSA) was the foundation for K12 ELLs’ English language proficiency (ESSA, 2016). Congress passed ESSA in 2015,
and based on the guidelines of the act, each state had to establish English language
proficiency standards for the domains of listening, speaking, reading, and writing and
align them with each state’s academic standards (Short et al., 2018). These standards
focused on what students could do with language in content-based instruction (Short et
al., 2018). Additionally, based on ESSA’s requirements, school districts had to
disaggregate and report the high stakes testing scores of ELLs annually, and because of
an achievement gap between ELLs and non-ELLs, schools had to find ways to improve
the performance of their ELLs and turned to ELL teachers to improve the quality of
education (ESSA, 2016; Short et al., 2018). Opportunity discrepancies between ELLs and
their English-fluent peers had not been closing to meet graduation rates among all
students on a national level (Espino Calderon et al., 2020). The U. S. Department of
Education (2020b) identified ELLs as national-origin-minority students who were also
limited-English-proficient; however, the term ELLs was preferred over limited-Englishproficient (LEP) as it highlighted accomplishments rather than deficits. In this study, I
will refer to these students as ELLs. In the next section, I expanded on ELLs and the
COVID-19 pandemic by explaining how virtual learning impacted education during the
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COVID-19 pandemic. Then, I described ELL teacher’s role in education and compared
ELL teachers’ support for students before and during the COVID-19 pandemic.
COVID-19 Pandemic and Education
COVID-19 was an unprecedented, worldwide pandemic that had been compared
to the Second World War, the Great Depression, and the 1918 Spanish Flu in terms of the
impact on human behavior (Vargo et al., 2021). In the United States, state and local
governments issued stay-at-home orders affecting over 50% of all Americans in the
spring of 2020, and nearly 90% of adults reported their lives had changed since the
pandemic (Weaver & Swank, 2020). All over the world, scientists and health care
providers worked non-stop to support the needs of citizens and patients revealing the
weaknesses of health systems (Ciotti et al., 2020). Since the first report of COVID-19 in
December 2019, the pandemic affected over 200 countries around the world with two
million cases (Kumar et al., 2020). According to Organization for Economic Cooperation and Development (OECD) (2020), in 2020 COVID-19 affected almost all
countries and more than 50 million people around the world; by spring 2020, more than
half of the world’s population had experienced a lockdown. Scientists played a vital role
in investigating how to fight the pandemic through diagnosis using radiology imaging,
disease tracking, patient’s health condition predicting, protein structure predicting, drug
discovering, and social media through internet controlling (Kumar et al., 2020).
State Collaborative on Reforming Education’s (SCORE, 2021a) collaborators
discussed how the U. S. navigated a disruptive public health crisis; therefore, SCORE
collaborators attempted to increase awareness of long-standing, systemic, racial,
economic, and justice inequities in Tennessee as educators and students went to school
virtually or in-person in the fall of 2021. The COVID-19 pandemic was the reason for
18

widening gaps in education, especially for Black, Hispanic, Native American, and
economically disadvantaged students (SCORE, 2021a). Kuhfeld et al. (2020) projected
students’ learning between low- and high– socioeconomic schools across all grades and
subjects to be lower at the end of the 2019-2020 school year than under typical
conditions. Compared with a typical academic year, students were likely not to have
grown as much during the 2019-2020 academic year and were likely to lose more of
those gains due to extended time out of school (Kuhfeld et al., 2020).
Based on the COVID-19 slide projections, in which students showed academic
setbacks as a result of school closures, students who did not receive remote instruction or
who did not have access to remote instruction in the spring of 2020 would have begun the
2021 school year with about 63% to 68% of the learning gains in reading relative to a
typical school year and with 37% to 50% of the learning gains, or in some grades may
even be starting the next school year close to a year behind, in mathematics (Kuhfeld et
al., 2020). It was unclear how effective virtual learning was for the school districts that
shifted to virtual learning given that most students and teachers had little to no experience
with online instruction (Kuhfeld et al., 2020). COVID-19 was the greatest challenge to
national education systems in the last 50 years, with most governments playing catch-up
to the exponential spread of the pandemic leaving school districts with little time to
prepare for remote learning considering existing large gaps in technology access, digital
divide, job losses, major economic downturn, and health threat of the pandemic (Daniel,
2020; Kuhfeld et al., 2020).
The pediatric community advocated for action to ensure educational, nutritional,
physical, and mental health needs were met during school closures and first stages of
reopening (Masonbrink & Hurley, 2020). Masonbrink and Hurley (2020) discussed how
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students of poverty in PreK-12 suffered the impact of the pandemic and suffered
pandemic-related trauma and economic instability. As a result of the pandemic-issued
state mandates and quarantines, children and their parents needed attention in the area of
mental health (Wu et al., 2020). Wu et al. (2020) used an online questionnaire to
determine the mental health of students’ parents and the COVID-19 pandemic’s factors.
This questionnaire was sent to parents of students from primary school to college in
Central and non-Central China, and 1,163 people participated. Wu et al. (2020) found
6.1% of parents showed signs of anxiety and 4.0% of parents showed signs of depression.
Additionally, depression, anxiety, and stress of parents with medium or high family
economic levels were significantly lower than those with low family economic levels.
The social support for parents with medium or high family economic levels were
significantly higher than those with low family economic levels (Wu et al., 2020). Stress,
marital status, social support, parents’ history of mental illness, family conflicts, and
child’s learning state had significant effects on anxiety and depression during the
outbreak of COVID-19 pandemic (Wu et al., 2020).
According to SCORE (2020a), students who experienced trauma at an early age
had a higher risk of being retained at grade-level, dropping out, and not pursuing postsecondary education. SCORE (2020a) reported, during the summer of 2020, Tennessee
ranked 36th in the nation for overall child well-being and 45th in the nation for overall
youth mental health. With these challenges in mind, the Tennessee Department of
Education launched a research-based model, Whole School, Whole Community, Whole
Child (WSCC), which aimed to ensure every student in Tennessee was healthy, safe,
engaged, supported, and challenged (SCORE, 2021a). The WSCC model incorporated
the Center for Disease Control and Prevention (CDC) framework for addressing health in
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schools as well as establishing connections between health and academic achievement
(CDC, 2021).
Daniel (2020) stated students and parents encountered anxious times with
uncertainties about when life would return to normal during the COVID-19 pandemic.
Similarly, there had been significant concerns for teacher s’mental and physical health
and the pandemic’s implications for overall teacher effectiveness (SCORE, 2020b).
While school district and school leaders had to follow health guidance from the state and
ensure schools were safe by providing personal protective equipment and establishing
safety protocols for operations, teachers shared their own concerns of well-being, anxiety,
burnout, and turnover (SCORE, 2020b).
To slow the spread of COVID-19, national governments had taken measures to
minimize social interactions and enforced social distancing in public places (Janssen et
al., 2020). Janssen et al. (2020) conducted a quantitative study, using an online
questionnaire, to determine the emotional well-being of 101 Dutch participants, including
34 adolescents and 67 parents. Janssen et al. (2020) found families spent more time
together under the same roof due to these unforeseen drastic changes in social lives, and
for some families, this change might have brought families closer together; however,
financial insecurity, health concerns, uncertainty, and lack of social and physical
activities might have negatively affected a person’s mood or mental well-being.
According to Janssen et al. (2020), families were able to adapt to the circumstances, but
some families struggled.
Weaver and Swank (2020) conducted a qualitative study, using interviews, to
determine 11 students’, ages 6-15 years, and their parents’ experiences with the pandemic
and identified eight themes as a result of their investigation: educational experiences,
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navigating roles and responsibilities, recognizing privilege, routine, monitoring and
communication about COVID, managing emotions, connection, and meaningful
experience. Weaver and Swank (2020) discussed how parents took on new caregiver
roles and may have struggled with a loss of identity due to job loss. Some parents
managed their routines completely differently during the COVID-19 pandemic, such as
balancing work and childcare while censoring children’s exposure to the pandemic. In
addition, parents were overwhelmed by always having additional roles and
responsibilities with their children at home (Weaver & Swank, 2020).
All families felt the impact of COVID-19 in regard to children’s education at
home, especially immigrant families’ home language development and maintenance
(Lee, 2021). Lee (2021) investigated how two bilingual Korean immigrant mothers who
lived in a southeastern city of the United States constructed their identities through stories
about their lives during COVID-19 from January to August 2020. The mothers discussed
their roles in their children’s education at home through semistructured interviews and
surveys (Lee, 2021). Lee (2021) focused on the impacts of the pandemic on language
learning, heritage understanding, and home dynamics. In different cultures, parental
involvement had different implication; therefore, home and family was the key place
where children acquired linguistic and cultural resources (Lee, 2021). Lee (2021) found
the COVID-19 pandemic caused challenges to the first-generation mothers who were
unfamiliar with the language, culture, and the education system. According to Bansak
and Starr (2021), single parents spent less time helping children than married-couple
household. Additionally, working mothers were less likely to have helped children
compared to respondents who were men or women who were not working. Household
participants with a 4-year college degree were 5.7% more likely to have spent time
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helping children than household participants with a high school degree. Household
participants with a high school degree spent one hour more per week helping children
compared to household participants in the below high school group (Bansak & Starr,
2021).
Before the COVID-19 pandemic, 80% of children, or 35 million students, relied
on school-based services such as child care centers, school-based meal distribution, and
school-based health centers; therefore, school closures meant loss of cricital resources for
children (Masonbrink & Hurley, 2020). Two hundred thousand households with PreK-12
children participated in the weekly Pulse Survey from April through July, 2020 to
determine the COVID-19 pandemic’s impact on employment, health, food, and housing
security (Bansak & Starr, 2021). According to the Pulse Survey, U. S. households did not
have equally distributed school and parental resources with virtual learning options
(Bansak & Starr, 2021).
As a result of the COVID-19 pandemic and nationwide closures of elementary
and secondary educational institutions, over 60 million students could not attend school
(Masonbrink & Hurley, 2020). To mitigate risk for educational and health disparitites
among children, Congress set aside approximately $13.2 billion of the $30.75 billion
allotted to the Education Stabilization Fund through the Coronavirus Aid Relief and
Economic Security (CARES) Act for the Elementary and Secondary School Emergency
Relief (ESSER) Fund (U.S. Department of Education, 2021c). Congress signed the
CARES Act into law on March 27, 2020, and as a result, the Department of Education
awarded these grants to state educational agencies (SEAs) for the purpose of providing
local educational agencies (LEAs), including charter schools, with emergency relief
funds to address the impact that COVID-19 (U.S. Department of Education, 2021c).
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States and school districts made significant efforts to close the digital divide,
improve virtual learning, and implement school-based health and safety precautions
during the COVID-19 pandemic; however, Black and Hispanic students, who came into
the pandemic with the fewest academic opportunities, continued to be more likely to
remain remote and were less likely to have access to devices, internet, and contact with
teachers (Dorn et al., 2020). The U. S. Census Bureau (2021) Household Pulse Survey
showed 91% of households with PreK-12 students always or usually had access to a
device for learning and internet access; however, Black and Hispanic households were
three to four percentage points less likely than White households to have reliable access
to devices, and three to six percentage points less likley to have reliable access to the
internet (Dorn et al., 2020). Although students from all over the world switched
instructional delivery from traditional in-person instruction to virtual instruction
synchronously and asynchronously, it is evident the digital divide was significant during
the COVID-19 pandemic.
Virtual Learning During the COVID-19 Pandemic
Learners all over the world spent the spring semester of 2020 in virtual learning
and the fall semester of 2021 in a hybrid model of virtual and in-person learning (Moser
et al., 2021). The United Nations Educational, Scientific, and Cultural Organization
(UNESCO) estimated over 144 countries suspended in-person education affecting
approximately 1.2 billion students from Pre-K through post-secondary (Moser et al.,
2021; UNESCO, 2021).
In the United States, 48 states ordered school closures, which affected at least
55.1 million PreK-12th graders in over 124,000 public and private schools (Moser et al.,
2021). The International Society for Technology in Education (2021) provided a set of
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standards and guidelines for teachers to effectively implement technologically-based
learning objectives and goals which focused on teacher learning, leading, citizenship,
collaboration, design, facilitation, and analysis; however, the effect of digital
technologies on people had been documented but had not been reviewed through the lens
of the global pandemic crisis (Vargo et al., 2021). According to Vargo et al. (2021),
researchers had documented the hardware and software technology improving the health
experts’ bility to detect, track, and contain people with suspected infection as well as
improving the fields of education, work, and daily life (Vargo et al., 2021).
According to Vargo et al. (2021), teachers were the second largest group of digital
technology users during the COVID-19 pandemic. During virtual and hybrid instruction,
teachers had to learn all instructional components including instructional methodology
within technology implementation, time management, parent engagement, discipline, and
equitable access for all students (Rasmatadila et al., 2020). Access to technology and
internet, socio-economic status, training and experience, institutional or state-level
mandates, and age development of learners were integral factors for virtual education
implementation, and it was vital to understand how virtual education affected educators
and students (Moser et al., 2021). Moser et al. (2021) explored practices and perceptions
of PreK-12 and post-secondary language teachers’ instruction during COVID-19 using a
national survey. State, regional, and national associations, interest groups, relevant social
media groups, and professional organizations responded electronically to an online
survey. Teachers revealed their first experience with virtual instruction was during a time
and context that could not replicate planned virtual learning because prior experience
with planned online teaching did not prepare teachers for the context of teaching during a
health emergency (Moser et al., 2021).
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Bailey and Lee (2020) conducted a quantitative study to explore expected benefits
and challenges of implementing online courses for native English-speaking instructors of
English in South Korea by a snowball sampling technique. Teachers with less virtual
teaching experience perceived more obstacles when teaching (Bailey & Lee, 2020).
Novice teachers who were not familiar with virtual teaching expressed frustration with
virtual learning and other computer-based classroom activities (Bailey & Lee, 2020).
Teachers without any virtual experience lacked first-hand knowledge of how
communication occurred and the types of activities made possible through
communication (Bailey & Lee, 2020). Finally, successful virtual teachers recommended
that to be successful, teachers must have skills in planning, managing collaboration,
designing appropriate activities, and choosing the right environment and appropriate tools
(Bailey & Lee, 2020).
With the rise of COVID-19, virtual learning became the sole teaching model in
multiple countries, and although the pandemic brought many disadvantages to education,
students were able to become engaged in online activities that made language learning
interesing and engaging (Shalevska, 2021). Tallent-Runnels et al. (2006) noted students
felt more welcome in class because of the convenience and autonomy of virtual learning
asynchronously, especially among students who had prior experience with computer
assisted instruction and who were proficient in computer skills. Additionally, with the
help of asynchronous activities and techniques, students had the opportunity to become
independent learners by managing their assignments on their own time (Shamir-Inbal &
Blau, 2021). Students also experienced challenges in improving their self-regulated
learning skills, enhancing their interest and responsibility during the home learning
process, and making appropriate adjustments in their learning routines during the
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COVID-19 pandemic (Shamir-Inbal & Blau, 2021). The following challenges were also
found due to school closures during the COVID-19 pandemic: following the schedule,
studying regularly and independently, finding ways to collaborate with peers, engaging
with the class, keeping self-motivation, and socialing (RahmtAllah & Mohamedahmed,
2021).
Breiseth (2020) recorded ELL teachers were juggling multiple concerns and
questions around community and school responses to COVID-19 in relation to ELL
supports and immigrant students. Due to devices and internet inequities, some ELL
teachers took it upon themselves to provide resources and materials to ELLs, as well as
communicate and support ELLs, regarding virtual learning (Breiseth, 2020). Mahyoob
(2020) investigated, through an online questionnaire, how students' motivation influenced
their achievement in a virtual school. The study was conducted at the undergraduate level
for 184 ELLs (85 male and 99 female) in the Faculty of Science and Arts–Alula,
Madinah, Taibah University, Saudi Arabia. Most of the students did not have any
previous experience with online learning and reported a major challenge of a virtual
school was knowing how to interact with information technology tools (Mahyoob, 2020).
According to Mahyoob (2020), 30% of students missed many tasks, duties, and
communications with the teachers and their classmates. Additionally, students had
difficulties accessing online lessons and downloading materials, and some students could
not open online exams on their mobile phones because the format or extension was not
supported by their devices (Mahyoob, 2020). To mitigate accessibility inequities and
elevate supporting ELLs, some school districts took different approaches such as:
partnering with community organizations to provide laptops, tablets, or hotspots;
ensuring families had school meals; offering translation of COVID-19 information in
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different languages; printing paper packets with activities and materials; embedding ELL
strategies and scaffolding; and coaching families about virtual learning (Tinubu Ali &
Herrera, 2020).
Council of the Great City Schools (2020) summarized the COVID-19-pandemic
resulted in school closures during which teachers and staff attempted to provide
opportunities for ELLs in acquiring English, developing academic language, supporting
families, and narrowing digital inequities. Teachers supported ELLs by serving as role
models; however, due to the COVID-19 pandemic closures and challenges, face-to-face
interactions remained minimal. As a result, it was necessary to apply technology
applications and online platforms for students to practice and learn independently during
the COVID-19 pandemic.
English Language Learner Teacher’s Role in Education
ELL teachers came to the education profession by many different pathways: some
were English learners themselves and wanted to help others on a similar journey, some
had an interest in other cultures and languages, and some were teachers of other academic
subjects and later developed an interest in working with English learners (Short et al.,
2018). Traditionally, the ELL teacher was responsible for ELLs’ linguistic and literacy
development, their acculturation to a new life, and their social-emotional well-being
(Short et al., 2018).
Authors of the Glossary of Education Reform (2021) identified the ELL teacher
as an individual who supported ELL students with academic language programs that
received federal funding to monitor academic progress of students and provide necessary
supports in content areas. Short et al. (2018) described the ELL teacher as an educator
who had training in how to work with diverse learners by keeping their culture and
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language differences in mind while creating student’s learning plans during their
language acquisition programs, who were familiar with techniques for integrating
language and content, and who had knowledge of teaching the English language. The
standards and curricula must be rigorous and relevant to each student’s learning goals
while integrating instructional supports to help students access sufficient language
proficiency to access academics (Short et al., 2018).
ELL teachers played an important role in ELLs’ education by being a mentor and
counselor to students, a resource to content area teachers and administrators, as well as an
important link to parents or guardians of ELLs, and serving as advocates for students and
their families (Short et al., 2018). Additionally, ELL teachers assumed the roles of agents
of change advocating for the resources and services that students needed to succeed in
various educational settings by respecting and promoting students’ home languages and
cultural backgrounds, celebrating diversity and multilingualism, and helping prepare
students to be global citizens (Short et al., 2018).
English Language Learner Teacher’s Role in Supporting Students Prior to the
COVID-19 Pandemic
Gay (2002) stated how addressing the needs of the ELLs was accomplished by
incorporating supports through understanding, accommodating, and implementing
various ways of thinking and making learning accessible. Before the COVID-19
pandemic, ELL supports and instruction were based on culturally responsive teaching and
its eight elements that addressed ELLs’ needs (DeCapua & Marshall, 2015). Lucas and
Yunus (2021) stated language had a special meaning to ELLs since they could not
separate what was taught at school through the curriculum from the process of language
acquisition, and language was the medium of accessing that curriculum. Students needed
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the skills to access reading and writing in different subjects and successfully
communicate with school staff and peers (Lucas & Yunus, 2021). In addition to
providing curriculum and language acquisition instruction, Orosco and O’Connor (2014)
stated ELL teachers implemented teaching strategies which included students’ cultural
and linguistic experiences as well as incorporated supports for language, history, and
cultural aspects in authentic learning through critical thinking skills.
According to Muniz (2019), culturally responsive teaching was “an approach that
challenges educators to recognize that, rather than deficits, students bring strengths into
the classroom that should be leveraged to make learning experiences more relevant to and
effective for them” (p. 6, see Figure 2).
Figure 2
Culturally Responsive Teaching

30

Muniz (2019) summarized the eight competencies within culturally responsive teaching
and ELL supports as critical to establishing skills and knowledge across all grade levels
and subject areas such as reflecting on cultural lens, recognizing and addressing bias,
drawing on students’ culture, bringing real-life issues, modeling high expectations,
promoting student differences, and collaborating and communicating with families.
Creating Meaning through Cultural Knowledge. Wenger et al. (2004)
synthesized creating meaning through cultural knowledge as using ELL students’
interests, bringing in multicultural materials, and using open interactional style during
instruction. According to Cady et al. (2010), ELLs must feel safe and comfortable in their
environment for language acquisition to take place; therefore, ELL and content teachers
promoted a low-anxiety and supportive environment to establish respect for their
background knowledge and experiences as well as continued holding high expectations
without lowering standards, accepting inferior work, or making excuses for students’
poor achievement. Johnson et al. (2014) suggested treating ELLs as emergent bilinguals
and not as language learners, learning about the culture of diverse ELLs, and using
inquiry experiences through different means of assessment so students could show what
they knew in different ways to highlight their abilities.
Promoting Academic Success through Collaboration. According to Wenger et
al. (2004), promoting ELLs’ academic success was maintained through establishing high
expectations, implementing social interactions, and focusing on social-emotional factors
in the school. Adams and Richie (2017) discussed how social-emotional learning (SEL)
needed to be part of the natural ways of being together in the classroom. When SEL was
introduced, developed, and integrated into the curriculum, ELLs had improvements in
classroom behavior, attendance, and overall achievement (Adams & Richie, 2017).
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As outlined by Short et al. (2018), ELL teachers could not meet all the needs of
ELLs on their own, and by sharing their expertise with colleagues, they helped build
capacity within their schools and offered an exemplary education to ELLs that required
all educators’ collective efforts in designing and implementing a successful program.
Cohan et al. (2020) recorded the importance of effective collaboration among ELL
teachers, content teachers, administrators, and support staff by focusing on student
growth and achievement, which encompassed targeted discussions, data analysis,
standards review, lesson planning, co-construction of curricula, and examination of
existing instructional strategies. Honigsfeld and Dove (2019) described a collaborative
team as the team with shared goals in mind such as supporting teachers, literacy
specialists, teacher assistants, classroom aides, and other team members who had a
working knowledge of individual student’s abilities and skills.
To be able to support the collaborative team members, ELL teachers often served
as mentors to staff members and provided supports in various areas (Honigsfeld & Dove,
2019). They helped their colleagues gain the knowledge and skills necessary to feel
confident and be successful with ELLs in their classrooms by providing formal or
informal professional development in the areas of language acquisition, diversity
sensitivity, accommodations and modifications recommended in the classroom, and with
strategies and techniques that integrated content and language instruction (Short et al.,
2018). Additionally, ELL teachers assisted content area teachers by pre-teaching
vocabulary, building background knowledge for upcoming lessons or teaching reading
and writing skills that would be necessary in the future, as well as reviewing or
reteaching information that has already been taught in content classrooms to clear up any
misconceptions or address confusing concepts (Short et al., 2018). Additionally, ELL
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teachers supported ELL programs by improving curricula, materials, and assessments
(Short et al., 2018). ELL teachers participated on state and school district curriculum
development committees and reviewed school district formative and summative
assessments, as well as created rubrics for measuring student progress and reviewed
textbooks, technology, or other print or digital teaching materials (Short et al., 2018).
Engaging Students through Dialogue and Language. To fulfill the need of
engaging ELLs in academic learning, ELL teachers supported instructional staff in
developing both content and languages objectives for ELL and content classes.
According to Bauer et al. (2010), encouraging students to work in pairs and small groups
in an ongoing dialogue with the help of using their new language in comfortable
environment helped meeting all the ELLs academic and language needs. Westerlund and
Robertson (2018) identified a myth regarding the ELL teacher support model, that lowquality instruction only consisted of assignment and homework help. Whitsett and
Hubbard (2009) also discussed a common misconception of the ELL teachers who were
believed to be only serving as full-time bilingual instructional paraprofessionals and
supporting students with their other content classes’ homework. Wegner et al. (2004)
conducted a three-year study with the goal of examining the work of four former
bilingual paraprofessionals in secondary schools in Oregon, Washington, and Idaho. The
former bilingual paraprofessionals, who became certified ELL teachers later during the
study, served different PreK-12 school districts that were rural and small. In these school
districts, bilingual paraprofessionals were hired for their linguistic abilities and cultural
knowledge, which helped them narrow the gap of miscommunication between schools
and homes as well as reach out to parents and community members during the arrival and
registration process(Wegner et al, 2004). Also, their work included such responsibilities
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as teaching during vocational programs, serving as social workers, helping students with
coursework in all their classes, translating homework and school documents, identifying
ELLs, and administering standardized tests (Wegner et al., 2004). According Wegner et
al. (2004), these ELL teachers reached ELL students in ways that most teachers did not,
worked demanding hours under fragmented schedules but received little compensation or
little institutional support for their efforts; however, they were able to make positive
changes in supporting ELL students and their families as most schools did not provide
time and support for content teachers to advocate for ELL families.
Empowering Students and Families. Wenger et al. (2004) also implemented
ulturally responsive practice with empowering students and families by helping parents
with school communication and helping them cope with social-emotional factors of the
new school and society environment. ELL families considered school as a resource and a
place to trust; therefore, families viewed parent engagement as an opportunity to build
community relationships, and teachers and staff viewed parent engagement as an
opportunity to reach out to families and invest in building a bridge when they saw
families as a resource within a school (Cohan et al., 2020). Honigsfeld and Dove (2019)
noted ELL parents and caregivers played an important part in their children’s education
and schooling experience; therefore, engaging parents resulted in home-school
collaborations that supported children’s academic and emotional development. As a
result of parent-teacher communication and sharing reasonable expectations for their
children and opportunities for successful academic development, the chances of success
in school for ELL students increased (Honigsfeld & Dove, 2019).
According to Panferov (2010), supporting students in schools had been a daunting
issue for ELL families who had minimal proficiency in the English language and very
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different prior school experiences. Panferov (2010) conducted a study, through
observations, interviews, and questionnaires, to examine how ELL parents viewed
literacy and the issues associated with communications and interaction that contributed to
ELL students’ academic growth. Two families, who participated in the study, were from
Russia and Somalia and had different views toward education because of completely
opposite life experiences. Panferov (2010) stated it was important to engage parents and
students in partnerships with educators, and parents needed to advocate for their
children’s education. Panferov (2010) discussed the importance of two-way
communication where she reported both negative and positive content in the parents’ first
language with help of phone calls, texts, emails, multilingual media, or other technology.
Lastly, Panferov (2010) discussed the importance of educating parents about the way in
which they can help their children with school and letting them attend school events to
promote information about their home country and language.
Sharp-Ross (2011) stated ELLs and their families entered schools and society
with social-emotional risk factors that could undermine their learning and educational
outcomes. ELL teachers supported them in the acculturation process to a new school
culture and society. Sharp-Ross (2011) conducted a study, via an online survey, to
examine 200 ELL teachers’ support as a primary factor for ELLs dealing with
acculturation to a new society and school culture in public schools across the
Pennsylvania. Sharp-Ross (2011) found three main categories of school-related
frustration and stress for ELLs: academic, communicative, and social-cultural. ELL
teachers communicated successful school adjustment of ELLs required all teachers and
staff in the schools, non-ELL and ELL, to accept responsibility for the education of
ELLs. ELL teachers believed ELLs had a need for social acceptance and belonging in the
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school setting; therefore, ELLs participated in the academic and social-cultural spheres of
school life (Sharp-Ross, 2011). Finally, respondents indicated the newcomer ELLs
required a more intensive level of support to adjust to the school setting, especially
cultural instruction; therefore, ELL teachers provided non-academic school adjustment
supports to ELLs across all ELL proficiency levels as well as social-emotional and
acculturation supports (Sharp-Ross, 2011).
In summary, Muniz (2019) stated ELL teachers were able to set rigorous learning
objectives and build relevant connections between students’ heritage, culture, and what
they cared about through culturally responsive instruction. Salva and Matis (2017)
identified culturally responsive ELL teachers as teachers who were socio-culturally
aware, positive toward students from diverse cultures, committed for equitable education,
interested in learning about their students’ cultural backgrounds, and capable of providing
instruction that was challenging. Wenger et al. (2004) summarized culturally responsive
practice included creating meaning through students’ cultural knowledge, promoting
academic and social success, and empowering students and families; however, according
to Council of the Great City Schools (2020), ELLs and their families faced unique
circumstances during challenging times, and school districts’ employees found ways to
support them by sustaining teaching and learning during the unprecedented times.
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English Language Learner Teacher’s Role in Supporting Students During the
COVID-19 Pandemic
Council of the Great City Schools (2020) noted the nation grappled with the
COVID-19 pandemic, and ELLs and their families experienced disproportionate distress
during the economic instability and school closures. According to the Council of the
Great City Schools (2020), the COVID-19 pandemic impacted ELLs and their families in
five areas: health, financial stability, access to public assistance and resources, learning
(access to devices and instruction), and mental health and social-emotional wellbeing (see
Figure 3).
Figure 3
Supporting English Language Learners in the COVID-19 Pandemic

The five main areas where the COVID-19 pandemic had a disproportionate impact on
ELL students: health, financial stability, access to public assistance and resources,
learning, and mental health (Council of the Great City Schools, 2020). Council of the
Great City Schools (2020) noted the unique circumstances of the COVID-19 pandemic
caused ELL families hardships but also highlighted the unique supports of the school
districts with the goal of sustaining teaching and learning during school closures.
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Access to Public Assistance and Resources. The health care professionals were
clear about the health effects of the COVID-19 pandemic on vulnerable populations, and
communities of color, including Blacks and Latinos, were among the hardest hit by the
pandemic with the largest confirmed cases and hospitalizations--over one third of all
cases, according to the Centers for Disease Control and Prevention (Centers for Disease
Control and Prevention, 2021). Sugarman and Lazarin (2020) reported ELL families’ fear
and hesitation to seek medical assistance were based on federal policies and immigration
consequences. According to the Pew Research Center (2020), immigrants, women, and
young adults with less than high school diploma education level had high participation
rates in leisure, hospitality, education, health, and retail sectors; therefore, they were hit
the hardest by COVID-19 job losses. ELLs were more likely to have at least one parent
who was an immigrant, and as a result, had lower household income (Council of the
Great City Schools, 2020). According to the Federal Deposit Insurance Corporation
(2018), Hispanic, foreign-born, and noncitizen households were most likely to have
limited or no access to credit, and these families likely had more financial hardship
during the pandemic than other families.
Council of the Great City Schools (2020) reported ELLs had to cope with socialemotional stress of social isolation and food and shelter insecurity in addition to health
challenges; therefore, some school districts, with coordination of ELL teachers, provided
parents and families with a list of resources for food assistance, transportation, and
mental health services. Additionally, it was common for older ELLs, who were more
proficient in English than their parents, to deal with social service agencies, landlords,
and schools (Council of the Great City Schools, 2020). Lastly, ELLs had to provide
financial assistance by finding employment and supporting the family in instances where
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parents lost employment (Council of the Great City Schools, 2020). Tinubu Ali and
Herrera (2020) shared how one school district opened a virtual school counseling office
to support students and their families in Spanish and English while another school
district’s counselors met with students who requested supported virtually.
Access to Instruction and Technology. The Council of the Great City Schools
(2020) noted significant hurdles for educators who continued providing opportunities for
ELLs in acquiring English and developing academic language with access to grade-level
content; however, inconsistent access to technology and connectivity were barriers to
equitable instruction. Espino Calderon et al. (2020) emphasized there was a need to
transform teachers’ and administrators’ mindsets, programs, practices, and to disrupt
inequitable outcomes for ELLs by collaborating on raised expectations, designing
language programs to ensure access to rigorous, grade-appropriate learning, and
providing equitable instruction with strategic scaffolding without lowering expectations.
During the COVID-19 pandemic, the Council of the Great City Schools (2020)
emphasized the need for ELL teachers and central office staff collaboration because of
the breakdown of physical school walls and no need to provide substitute teachers, or
additional pay for professional development. Espino Calderon et al. (2020) suggested
educators who learned to collaborate in a manner that pooled knowledge, skills, and
dispositions were best equipped to engage and advance the achievement of their
culturally and linguistically diverse students during language acquisition classes. WIDA
(2021b) suggested the importance of content area teachers, administrators, and ELL
teachers’ collaboration as mutually responsible parties for developing language and
interpersonal skills and the shift from the idea that only ELL teachers should assume sole
responsibility for the success of ELLs.
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As outlined by Short et al. (2018), ELL teachers could not meet all the needs of
ELLs on their own, and by sharing their expertise with colleagues, they helped build
capacity within their schools and offered an exemplary education to ELLs. Council of the
Great City Schools (2020) outlined the following instructional supports the ELL teachers
provided to schools during the COVID-19 pandemic: developing lessons based on the
ELL standards, hosting collaborative sessions for content-area teachers on addressing
ELL’s academic needs, establishing co-teaching protocols and opportunities for ELLembedded supports, and providing virtual support as school districts implemented
devices for each student. ELL teachers supported content teachers and students by
providing listening, speaking, reading, and writing lessons in the online Learning
Management Systems (Council of the Great City Schools, 2020). This allowed students
to preview or review the content in small groups with a focus on academic language with
flexible scheduling and in a comfortable environment (Council of the Great City Schools,
2020).
Council of the Great City Schools (2020) pointed to a critical need for
professional development in the use of virtual tools and platforms, and many teachers
were unaware of or not comfortable with using instructional technology in their daily
instruction. To address these challenges, ELL teams in several school districts created
professional development on digital tools they used and made this training available to
everyone in the school district. Tinubu Ali and Herrera (2020) reported how some school
districts prepared professional development webinars on virtual learning to better support
teachers in navigating online platforms, leveraging technology in monitoring student
learning, creating online videos, and providing ELLs with differentiated assignments
based on their individualized needs.
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During the COVID-19 pandemic shut-down period, students who had been
struggling learning English in a face-to-face setting faced a more challenging situation
when they learned English virtually; therefore, this situation caused delay in learning
English (Lukas & Yunus, 2021). Lukas and Yunus (2021) conducted a qualitative study,
using interviews, to determine teachers’ virtual learning experiences and challenges in
teaching English. Lukas and Yunus (2021) found twenty primary teachers expressed they
effectively used virtual learning with limitations, which impacted their perceptions of
adopting online teaching and learning, accessibility to devices, internet connectivitiy,
classroom management in the virtual setting, as well as students’ participation and
assessment. Farah (2020) pointed to the importance of simplicity and providing clear
expectations in creating online assignments. According to Farah (2020), providing
instructions in a face-to-face classroom was vital; however, teachers and students did not
have an option of clearing misunderstandings and misconceptions in a virtual format
when teachers and students were not in the classroom together. Council of the Great City
Schools (2020) shared how videoconferencing platforms allowed ELL teachers to join
content classes, to have small-group instruction, and to provide individual lessons to
preview or review content with ELLs. Additionally, simple videoconferencing
capabilities in digital learning platforms allowed ELL teachers to co-teach or support
teachers and other content teachers and ELLs, as well as record their lessons so students
could watch them asynchronously, if needed (Council of the Great City Schools, 2020).
To mitigate technology-access challenges, school district leaders implemented
low-tech solutions, such as packets with paper-and-pencil activities (Council of the Great
City Schools, 2020). Some school districts implemented basic technology such as cell
phones and public television to increase outreach, and other school districts utilized
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texting applications that immediately translated communications between content
teachers, ELL teachers, and ELL parents (Council of the Great City Schools, 2020).
Melvina et al. (2020) found undergraduate ELLs reported having limited experience in
virtual learning and limited or unstable internet connection; therefore the implementation
of virtual learning was not as effective as face-to-face learning in the classroom because
of the numerous technical problems and insufficient experience from the teaching staff.
Additionally, Sugarman and Lazarin (2020) estimated less than half of ELLs were
logging in to online instruction, with the most significant barriers as lack of access to
digital devices and broadband internet, parents’ limited capacity to support home
learning, and inadequate remote learning resources. According to Council of the Great
City Schools (2020), creating lessons and printing packets with paper-and-pencil
activities were inevitable in addressing technology-access challenges, especially for ELL
families who had significant language barriers and did not have proper governmentissued identification to receive technology equipment during the device deployment
process. In this case, ELL teachers partnered with language networks, refugee
resettlement agencies, community-based and faith-based organizations, as well as local
television stations to improve communication and deliver lessons (Council of the Great
City Schools, 2020).
Returning to school during the COVID-19 pandemic, in-person and virtually,
required an accelerated learning approach rather than remedial; therefore, a vision of
accelerating content and language was of vital importance (Council of the Great City
Schools, 2020). Espino Calderon et al. (2020) noted ensuring access to rigorous and rich
learning opportunities as well as disruption of inequitable outcomes with high
expectations, scaffolds, and efficacy for acceleration of the ELL programs were essential.
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Cohan et al. (2020) stated the effective collaboration among ELL teachers, content
teachers, administrators, and support staff was important. Collaboration needed to take
place by focusing on student growth and achievement, targeted discussions, data analysis,
standards review, lesson planning, co-construction of curricula, and examination of
existing instructional strategies (Cohan et al., 2020). To be able to support the
collaborative team members, ELL teachers often served as mentors to staff members and
provided supports in various areas. ELL teachers helped their colleagues gain the
knowledge and skills necessary to feel confident and to be successful with the ELLs in
their classrooms by providing formal or informal professional development in the areas
of language acquisition, diversity sensitivity, accommodations and modifications
recommended in the classroom, and strategies and techniques which integrated content
and language instruction (Short et al., 2018).
Starting in 2004, WIDA English Language Development (ELD) Standards
reflected the belief that multilingual learners were best served when they learned content
and language together in linguistically and culturally sustaining ways, which included:
social and instructional language, the language of language arts, the language of
mathematics, the language of science, and the language of social studies (WIDA, 2021a).
This belief system underscored the cultural, social, emotional, and experiential assets of
multilingual learners, their families, and educators. Council of the Great City Schools
(2020) summarized the challenges school districts faced regarding the ELL program
design were going to be even more complex after the COVID-19 pandemic; therefore,
taking specific steps to establish accelerated learning of content and language,
establishing and maintaining student engagement, and addressing challenges of realizing
this vision were essential.
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Access to Social-Emotional Support. In addition to challenges associated with
instruction, many teachers and students encountered issues regarding social-emotional
and mental health due to unemployment, loss of finances, loss of access to regular meals
and snacks, and other concerns (Breiseth, 2020; Hartshorn & McMurry, 2020). Hartshorn
and McMurry (2020) conducted a mixed-methods study to better understand the effect of
the pandemic on 153 ELLs and 41 ELL teachers in the areas of stress, learning, and
teaching English, and remote instruction at Brigham Young University in Utah.
Hartshorn and McMurry (2020) found both ELLs and ELL teachers acknowledged the
effect of the COVIF-19 pandemic on their stress and on their learning and teaching
English as approaching negative. Some ELL students were worried about their families’
finances due to family members losing jobs or experiencing an income decrease
(Hartshorn & McMurry, 2020). Also, students were worried about social and mental
stability due to limited face-to-face interaction, physical health, and travel restrictions
(Hartshorn & McMurry, 2020). Teachers reported dealing with students’ academic and
personal wellbeing was the most challenging issue during the COVID-19 pandemic
(Hartshorn & McMurry, 2020). For many ELL families, school closures meant a loss of
access to regular meals and snacks, and many families were unable to work if they could
not find childcare (Breiseth, 2020).
Access to Language Support. Sugarman and Lazarin (2020) discussed the
challenge of communicating with immigrant-background and limited English proficient
families intensified during the COVID-19 pandemic; therefore, the loss of in-person
communication became a barrier in building relationships, trust, and understanding
between families and teachers. Council of the Great City Schools (2020) also discussed
the importance of language assistance for the families who spoke languages other than
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English, and multilingual ELL personnel provided supports including: offering live
support over the phone, creating videos to help ELL families with access to their
students’ LMS and other services, and partnering with other departments to create
communication strategies for reaching families during the COVID-19 pandemic.
Breiseth (2020) reported all families had a legal right to have access to all
information in a language they understood, including COVID-19 information and updates
related to school closures. During the COVID-19 pandemic, it was crucial to share
information with families such as social distance protocols and basic information about
the virus, including how it spread, who it mostly affected, what to do in case of illness,
and how to follow preventative measures (Breiseth, 2020). While in-person
communication had always been a preferred method of communication for ELL families,
such translation apps as Talking Points and Google Translate used a combination of
human and automatic translation (Breiseth, 2020). Additionally, Breiseth (2020) noted
immigrant communities had communication networks within parent groups, with local
organizations, or through media outlets in different languages, and collaborating with
these networks provided a valuable benefit both in sharing information and learning more
about families’ questions, concerns, and ideas. Many COVID-19 resources had already
been translated into other languages by local public health offices, and with the help of
the ELL teachers, instructions for accessing packets and online lessons were also
translated into additional languages (Breiseth, 2020; Council of the Great City Schools,
2020).
In summary, Sugarman and Lazarin (2020) stated due to the COVID-19
pandemic, ELLs and their families experienced challenges and inequities in schools and
communities. To mitigate setbacks in ELLs’ language acquisition process in spring 2020,
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school district and school employees offered a variety of opportunities to support ELLs
during this period of uncertainty. The Council of the Great City Schools (2020) noted
utilizing ELL and content area teachers’ expertise, as well as other staff members’
instructional and social-emotional supports, was beneficial in identifying the challenges
and needs of the ELLs and their families.
Summary of Review of Literature
I examined literature related to the COVID-19 pandemic in a virtual learning
setting and the ELL teacher’s role in education both before and during the COVID-19
pandemic to identify changes to supporting ELLs. SCORE (2021a) emphasized how the
U.S. navigated a disruptive public health crisis, COVID-19 pandemic, and how
Tennessee students went to school virtually or in-person in the fall of 2021. Short et al.
(2018) discussed the importance of the ELL teacher’s support to students, content area
teachers, administrators, and parents before the COVID-19 pandemic. Council of the
Great City Schools (2020) noted how ELLs and their families experienced
disproportionate distress during the economic instability and school closures during the
COVID-19 pandemic. Tinubu Ali and Herrera (2020) noted how some school districts
took different approaches to mitigating accessibility inequities and elevating ELL support
in the areas of food, technology, resources, and communication. Lastly, Council of the
Great City Schools (2020) highlighted the unique supports of the school districts with the
goal of sustaining teaching and learning.
When I reviewed literature on the ELL teacher’s role in education regarding the
COVID-19 pandemic, I discovered there was very limited literature on the ELL teacher’s
role in education in the United States during the COVID-19 pandemic. The purpose of
this study was to investigate how ELL teachers’ support for students in a southeastern
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school district, IISD, changed during the COVID-19 pandemic and ELL teachers’
perceptions of how this change may have impacted ELLs during the COVID-19
pandemic. In the following chapter, I described the process of the qualitative design of
the study, methodology, data collection, and methods of analysis.

47

Chapter III: Methodology
To fill the gap in research dedicated to the ELL teacher’s role in education during
the COVID-19 pandemic, the purpose of this study was to investigate how ELL teachers’
support for students in a southeastern school district, IISD, changed during the COVID19 pandemic and ELL teachers’ perceptions of how this change may have impacted ELLs
during the COVID-19 pandemic. In Chapter III, I summarized my study, including the
research design, role of the researcher including potential bias and ethical considerations,
and participants of this study. Next, I explained the data collection process, including
instrumentation and field tests. Finally, I discussed methods of analysis, reliability and
validity, limitations and delimitations, and assumptions of the study.
I conducted a qualitative, basic interpretative study at IISD, a south-eastern school
district. As required before the data collection process, I obtained approval from the
Institutional Review Board (IRB) per the university protocol, permission to conduct
research from the school district, and an informed consent from the participants. I
maintained confidentiality of all participants and ensured privacy, protection, and security
of all the data involved in the study. I designed a questionnaire via a web-based program,
SurveyMonkey, conducted a field test to test the questions, collected questionnaire data
within a given timeframe, verified trustworthiness, and reported limitations and
delimitations.
Research Design
Merriam and Tisdell (2016) defined qualitative research as “interested in
understanding the meaning people have constructed; that is how people make sense of
their world and the experiences they have in the world” (p. 15). I utilized a qualitative,
basic interpretive design using a questionnaire to conduct my study of ELL teachers’ role
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related to student support and how it changed before and during the COVID-19
pandemic. According to Creswell and Creswell (2018), in qualitative methods,
researchers study individuals by observing their behavior or exploring processes,
activities, and events. During the 2020-2021 school year, ELL teachers needed to shift
their support for ELL students due to the COVID-19 pandemic. The COVID-19
pandemic was the reason for widening gaps in education, especially for Black, Hispanic,
Native American, and economically disadvantaged students (SCORE, 2021a). The five
main areas where the COVID-19 pandemic had a disproportionate impact on ELL
students: health, financial stability, access to public assistance and resources, learning,
and mental health (Council of the Great City Schools, 2020). Council of the Great City
Schools (2020) noted the unique circumstances of the COVID-19 pandemic caused ELL
families hardships but also highlighted the unique supports of the school districts with the
goal of sustaining teaching and learning during school closures. This qualitative, basic
interpretive design using a questionnaire provided me with opportunities to examine how
ELL teachers’ support for ELLs changed during the COVID-19 pandemic and what ELL
teachers’ perceptions were of how this change impacted ELLs during the COVID-19
pandemic.
As part of the qualitative study design, I conducted a web based SurveyMonkey
questionnaire. Creswell and Creswell (2018) noted questionnaires via online platforms
could be an additional way to conduct interviews without being face-to-face. I used a
SurveyMonkey questionnaire to gather information on how ELL teachers’ support for
students changed during the COVID-19 pandemic and the participants’ perspectives of
how their supports for students might have affected the ELLs during the COVID-19
pandemic. I drafted questions for the questionnaire to inquire about the participants’
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professional experience in ELL instruction and their overall role in schools. Additionally,
since the ELL teachers’ role was related to student supports, I drafted questions to inquire
about the participants’ engagement in family support, as well as supporting students in
various ways that might have changed during the COVID-19 pandemic.
Role of the Researcher
I conducted a qualitative basic interpretive study as described by researchers and
operated as the primary researcher and data collector. Merriam and Tisdell (2016)
identified this type of research as “based on the belief that knowledge is constructed by
people in an ongoing fashion as they engage in and make meaning of an activity,
experience, or phenomenon” (p. 23). Being an ELL student as a child and serving as an
ELL teacher during my professional career, I have always had a passion for helping
language learners succeed in their academic and personal journeys. In my current role as
a life-long learner and leader, I believed I could make a difference in providing support to
students and teachers. I am currently an ELL supervisor in a neighboring school district.
Merriam and Tisdell (2016) described conducting research as a process “of producing
valid and reliable knowledge in an ethical manner” (p. 237). Through the use of
purposeful, criterion-based sampling and questionnaires, I was able to address my own
bias and operate ethically during this study.
Creswell and Creswell (2018) addressed bias as a self-reflection that created “an
open and honest narrative that will resonate well with readers” (p. 275), and good
qualitative research contained the background of the researcher. Merriam and Tisdell
(2016) discussed how qualitative research carried “the responsibility of assessing and
reporting researcher biases that might have an impact on the study” (p. 187). As an ELL
supervisor and a former ELL teacher, my personal and professional aspirations in the
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subject matter addressed in the study were a potential bias. By serving as an ELL
supervisor in a neighboring school district with a large ELL population, I developed,
implemented, and evaluated ELL instructional practices and interacted with, supervised,
and supported ELL teachers in supporting students in various aspects. I tempered any
preconceived notions and collected and evaluated data through a data analysis process. I
recognized my bias could impact the process of the data collection; therefore, I mitigated
my bias by referring to the research question and the questionnaire.
Participants in the Study
Merriam and Tisdell (2016) stated it was important to select participants based on
what they could contribute to the researcher’s understanding. I selected the participants
according to criteria I identified to fit the purpose of the study. The criteria included
teachers must be (a) certified and licensed by the State of Tennessee, (b) must work in an
elementary, middle, or high school, and (c) must have worked as an ELL teacher prior to
the COVID-19 pandemic, and (d) must have worked during the COVID-19 pandemic.
I sent the SurveyMonkey questionnaire to 41 ELL teachers in the IISD school
district who were representatives of 30 elementary, middle, and high schools. I received
eight participants’ responses from the following grade bands: two participants who
supported ELLs in grades K-1, two participants in grades 3-5, one participant in grades 16, and three participants in grades 10-12.
The following information reflected the student demographic population of the
school district: 90% of the students were White, 1% of the students were Black, 6% of
the students were Hispanic or Latino, 2% were of two or more races, and 1% of the
students were Asian. Students whose primary language was English comprised 90.3% of
overall population. Students who indicated they spoke English well comprised 6.3% of
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overall population, and students who indicated they spoke some English comprised 3.4%
of overall population.
Data Collection
I utilized a qualitative, basic interpretive design to conduct my study on the ELL
teachers’ role in student support and their perceptions of how the change in their roles
during the COVID-19 pandemic affected their students. First, I created a questionnaire
based on existing research. Second, I conducted a field test of my questionnaire and
adjusted based on the feedback I received prior to sending the questionnaire to the
participants. Then, I obtained permission from IRB and the school district to conduct the
study. Next, I conducted my study by sending out the questionnaire via a web link and
gave the participants two weeks to respond. According to Merriam and Tisdell (2016),
“saturation occurs when continued data collection produces no new information or
insights in the phenomenon you are studying” (p. 199). Once I received the questionnaire
responses and reached the point of saturation, I printed, analyzed, and coded each
response. Finally, I concluded the data analysis, and reported the findings.
Instrumentation
I developed and aligned the questionnaire (see Appendix A) with the purpose of
the study to help me understand ELL teacher’s perceptions. Using Vygotsky’s (1978)
social constructivism theory, concept of language learning took place in social interaction
through social, cultural, and historical artifacts. Additionally, Armstrong (2019) noted
Vygotsky stressed the establishment of a collaborative conversation and negotiation in
the construction process. In this study, the goal of utilizing social constructivism was to
look through the lens of active learning with the purpose of ELL teachers leading each
other and their students to success. I developed my questionnaire to compare ELL
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teachers’ support before the COVID-19 pandemic to their support during the COVID-19
pandemic. Questions one and two were designed to gain basic information about ELL
teachers’ professional experiences.
The COVID-19 pandemic was the reason for widening gaps in education,
especially for Black, Hispanic, Native American, and economically disadvantaged
students, and ELL families lived in unique circumstances with various hardships (Council
of the Great City Schools, 2020; SCORE, 2021a). School district personnel made
significant efforts to close the digital divide, improve virtual learning, and implement
school-based health and safety precautions during the COVID-19 pandemic (Dorn et al.,
2020). Additionally, Council of the Great City Schools highlighted the unique ELL
supports of the school districts with the goal of sustaining teaching and learning during
school closures. Questions three, four, five, six, seven, eight, nine, and ten explored the
ELL teachers’ support and how it changed, if at all, from before the COVID-19 pandemic
in the areas of teacher, parent, and student supports and were designed to answer my
research question: How did English language learner teachers’ support for English
language learners change during the COVID-19 pandemic?
According to the Council of the Great City Schools (2020), the COVID-19
pandemic impacted ELLs and their families in five areas: health, financial stability,
access to public assistance and resources, and learning. Although Espino Calderon et al.
(2020) noted ensuring access to rigorous and rich learning opportunities were essential,
teachers reported dealing with the students’ academic and personal wellbeing was the
most challenging issue during the pandemic (Hartshorn & McMurry, 2020).
The questionnaire was appropriate because I was able to gain feedback from
teachers who were located at multiple schools. I chose SurveyMonkey, a free online
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survey tool for gaining feedback from my participants, to house my questionnaire.
SurveyMonkey was beneficial for my research because the platform included a tool to
analyze answers and applied special color-coding filters that helped me with coding later
in the data analysis process. I aligned the questions in my questionnaire in a certain way.
First, the participants needed to acknowledge their permission prior to answering the
questionnaire, or informed consent (see Appendix B). Then, the participants had 10 openended questions which aligned with the purpose of the study.
Field Testing
Prior to sending questionnaires to the participants, I field tested my questionnaire
with four ELL teachers at another school district with the purpose of making necessary
adjustments to the questions. I asked them to complete the questionnaire and to look for
any bias or awkward wording. They proofread my questionnaire for any content and
grammatical errors. Once I received their responses, I analyzed them to see if they were
directly aligned to my research question. I evaluated the field test responses and made all
necessary adjustments with the purpose of obtaining necessary data to help me answer
the research question. I made several adjustments to my questionnaire to ensure proper
grammar, clarity, and overall understanding. For example, the last question in the
questionnaire contained awkward wording that made it challenging to understand the
question. Also, I added a brief description of the ELL supports as referenced in the
WIDA framework to give the participants some clarity on what types of supports could
serve as examples while answering the questionnaire.
Permission
I requested the ELL supervisor to approve the study with the ELL teachers (see
Appendix C). After securing all the permissions, I requested and received approval from
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the IRB at Lincoln Memorial University. Once all the approvals were granted, I used my
Lincoln Memorial University Outlook account and emailed ELL teachers in the IISD an
explanation of the study, an implied consent statement, and a direct link to the
SurveyMonkey questionnaire (see Appendix C). SurveyMonkey numerically named the
participants in the order the responses were returned; therefore, the participants’
responses were anonymous. I addressed security by having the questionnaire data
securely protected by a SurveyMonkey password and stored in a password-protected
external hard drive.
Conducting the Study
I conducted the study by administering the questionnaire via SurveyMonkey, a
free online survey platform which I utilized to collect the participants’ responses who met
the criteria for my study, which was teachers must be (a) certified and licensed by the
State of Tennessee, (b) must work in an elementary, middle, or high school, and (c) must
have worked as an ELL teacher prior to the COVID-19 pandemic, and (d) must have
worked during the COVID-19 pandemic. I captured this in my questionnaire by
addressing these expectations to the participants before clicking the SurveyMonkey link.
This way, participants opted to participate in my research by agreeing with these
statements.
I chose SurveyMonkey because it had a unique color-coding tool that helped me
with coding. Some other benefits of conducting a SurveyMonkey questionnaire included
accessibility and flexibility due to not being in-person with the participants. Before
proceeding to the questionnaire, the participants had to agree to the implied consent and
had to meet the criteria. Participants had the opportunity to select years of teaching
experience, from 0 years to 21 years and more. After consenting to complete the
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questionnaire, participants proceeded to answer 10 open-ended questions that focused on
the purpose of my study about the ELL teachers’ role in student support and their
perceptions of how the change in their roles during the COVID-19 pandemic impacted
their students. In my email to the participants, I asked them to respond to the
questionnaire within two weeks and sent them another reminder three days before the
deadline. Once I received the questionnaire responses back, I coded each response and
analyzed the data to the point of saturation.
Methods of Analysis
Merriam and Tisdell (2016) described “the process of data collection and analysis
is recursive and dynamic (p. 195).” Creswell and Creswell (2018) urged researchers to
collect data in a sequential step process involving different levels of analysis: organizing
and preparing the data, reading all the data, starting to code data, generating description
and themes, and determining approaches that represent a description and themes. To
analyze data specific for my research question, How did English language learner
teachers’ support for English language learners change during the COVID-19
pandemic?, I examined responses to questions three, four, five, six, seven, eight, nine,
and ten, which explored the ELL teachers’ support in the areas of teacher, parent, and
student supports. The first two questions were designed to gain some basic knowledge of
the ELL teacher’s professional experience.
According to Creswell and Creswell (2018), the intent of data analysis’ “is to
make sense out of text and image data” (p. 267). Additionally, it involved taking data
apart and putting it back together (Creswell & Creswell, 2018). To accomplish answering
my research question, I used data from the questionnaire to develop themes. First, I
implemented open coding by organizing the questionnaire and reading each response to
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create an overall idea. Creswell and Creswell (2018) identified open coding as a method
of “being open to anything possible at this point” (p. 204). Then, I organized the data
using axial coding, a system of taking notes on common statements from participants’
responses and then I created groups with common words or phrases. Creswell and
Creswell (2018) explained axial coding was a mechanism of working through the entire
list, reviewing any notes or comments, and trying to group anything that went together.
Additionally, I looked for emerging patterns, which turned into specific themes that
helped me with answering my research question. Creswell and Creswell (2018) noted
selective coding was the process of developing core categories or hypotheses. Finally, I
used selective coding and was able to formulate answers to my research question. During
coding, I developed themes until the point of saturation.
Trustworthiness
To mitigate the threat of trustworthiness, I conducted a field test ensuring
participants’ feedback helped me with the questionnaire. Once the questionnaire was sent
to the participants, there were no changes made to the questions. Because the
questionnaire was conducted via online survey, participants responded based on the
provided timeline and there was no subjectivity to the participant’s voice, temper, or
wording. Additionally, by using the same method of collecting data, I used multiple
responses from the participants who supported ELLs in various grade levels in all
schools, elementary, middle, and high, and had a variety of professional experiences.
Finally, I collected data to the point of saturation and analyzed emerging themes from
multiples responses to ensure accuracy.
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Limitations and Delimitations
Roberts and Hyatt (2019) described limitations as “particular features of your
study that you know may affect the results or your ability to generalize the findings; can
involve areas over which you have little or no control” (p.154). The first limitation I
experienced in the study was not having any knowledge or sense of the number of
responses I would receive. Additionally, I understood some answers might have been
inaccurate due to potentially feeling under pressure of simply answering the questions to
satisfy the obligation or out of fear of getting in trouble with administration. One
additional limitation was ELL teachers’ perceptions of their own supports that were
offered to their ELLs based on the students’ individual needs in the area of instruction,
health, or overall family support. I received approval from the IISD school district to
conduct research, but I had no prior knowledge of the participants.
According to Roberts and Hyatt (2019), delimitations were defined as “the
boundaries of your study; it is the way to indicate to the reader how you narrowed your
study’s scope” (p. 110). My participants were limited to having been in the IISD prior to
and during the COVID-19 pandemic to align my data with the purpose of the study.
Another delimitation was conducting my research only at a single school district and not
expanding my research outside a specific area. Using a questionnaire as a single data
collection instrumentation and not focusing on general education teachers who also
supported ELLs but were not their ELL teachers were additional delimitations in my
study.
Assumptions of the Study
Roberts and Hyatt (2019) defined assumptions as “what you take for granted
relative to your study” (p. 111). The first assumption I made while conducting my study
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was all teachers who participated in the questionnaire had basic knowledge of how
SurveyMonkey worked and could answer questions with little direction. Second, I
assumed honesty and transparency of the participants. Next, I assumed the participants
understood the types of ELL supports described in the questionnaire based on the WIDA
standards framework because the term “supports” was vague and broad. Finally, my
assumption was ELLs were offered supports by their ELL teachers since it was assumed
that ELL teachers offered instructional support to their ELL in the classroom, family
support to parents by connecting with outside organizations, collaboration with teachers
and staff for lesson delivery, and implementation to support individual student’s needs.
Summary of Methodology
The purpose of this study was to investigate how ELL teachers’ support for
students in a southeastern school district, IISD, changed during the COVID-19 pandemic
and ELL teachers’ perceptions of how this change may have impacted ELLs during the
COVID-19 pandemic. In Chapter III, I discussed the basic qualitative interpretive design
of this study. I highlighted the method I used to collect the qualitative data for my study.
The research design was the basic qualitative interpretive design to gather the data from
the ELL teachers. I reviewed my role as a researcher, identified potential bias, and
discussed the ways I intended to mitigate the bias. I established 41 participants of the
study according the criteria that I selected for the study. I reviewed the process in which I
collected the data and methodology. I discussed trustworthiness, limitations,
delimitations, and assumptions of the study. In the following chapter, I discussed the data
analysis and the results.
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Chapter IV: Analyses and Results
According to SCORE (2021a), the COVID-19 pandemic was the reason for
widening gaps in education, especially for Black, Hispanic, Native American, and
economically disadvantaged students. Council of the Great City Schools (2020) discussed
how the COVID-19 pandemic impacted ELLs and their families in five areas: health,
financial stability, access to public assistance and resources, learning (access to devices
and instruction), and mental health and social-emotional wellbeing. As a result, the
pediatric community advocated for action to ensure educational, nutritional, physical, and
mental health needs were met during school closures and first stages of reopening
(Masonbrink & Hurley, 2020).
With these challenges in mind, the Tennessee Department of Education launched
a research-based model, Whole School, Whole Community, Whole Child (WSCC),
which aimed to ensure every student in Tennessee was healthy, safe, engaged, supported,
and challenged (SCORE, 2021a). Also, Council of the Great City Schools (2020)
highlighted the unique supports of the school districts with the goal of sustaining teaching
and learning during school closures; however, at the time of this study, there was limited
research on ELL teachers’ scope of work during the COVID-19 pandemic. The purpose
of this study was to investigate how ELL teachers’ support for students in a southeastern
school district, IISD, changed during the COVID-19 pandemic and ELL teachers’
perceptions of how this change may have impacted ELLs during the COVID-19
pandemic.
In this chapter, I presented the data I gathered from the eight ELL teachers, or
participants, who supported ELLs during the COVID-19 pandemic and responded to a
SurveyMonkey questionnaire. I discussed how I analyzed open coding, developed and
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grouped patterns, and formulated themes to answer the research question. In conclusion, I
presented findings in summary of results. I utilized a qualitative, basic interpretive
approach to conduct my study on the ELL teachers’ role in student support and their
perceptions of how the change in their roles during the COVID-19 pandemic affected
their students. First, I created a questionnaire based on existing research. Second, I
conducted a field test of my questionnaire and made adjustments based on the feedback I
received prior to sending the questionnaire to the participants. Then, I obtained
permission from IRB and the school district to conduct the study. Next, I conducted my
study by sending out the questionnaire via a web link and gave the participants two
weeks to respond. I emailed 41 ELL teachers and received a response from eight ELL
teachers.
Data Analysis
I created questions to help identify how ELL teachers’ support for students in a
southeastern school district, IISD, changed during the COVID-19 pandemic and ELL
teachers’ perceptions of how this change may have impacted ELLs during the COVID-19
pandemic. I selected the participants according to the criteria I identified to fit the
purpose of the study, ELL teachers must be (a) certified and licensed by the State of
Tennessee, (b) must work in an elementary, middle, or high school, and (c) must have
worked as an ELL teacher prior to the COVID-19 pandemic, and (d) must have worked
during the COVID-19 pandemic.
In the first two questions of the SurveyMonkey questionnaire, I collected
demographic information of the participants. Questions three through ten helped me with
answering my research question. Participants’ responses indicated how they supported
students, families, and school staff during the COVID-19 pandemic. I implemented open
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coding by organizing the questionnaire and analyzing each response to create an overall
idea. I collected key words and phrases, open codes, from these responses that I thought
would help me with developing emerging themes. I collected the following open codes
during the data analysis process:
1. ELL teachers supported their students in the following areas: social-emotional
support, curriculum and instruction support, personal and academic support, and
extra-curricular activities.
2. The ELL teachers supported families in the following areas: communication,
translation and interpretation, meetings, and parent-teacher conferences.
3. The ELL teachers supported school staff in the following areas: administrative
tasks, lesson planning and collaboration, data and compliance, Special Education
support, and communication with families.
4. The ELL teachers supported students and families by collaborating with all
stakeholders and being an integral part of the school community.
Then, I organized these data by axial coding, a system of taking notes on common
statements from participants’ responses that helped me identify four themes. Based on the
participants’ responses, the following themes emerged from axial coding: whole child
supports, family engagement, school support, and community engagement.
With question ten, I identified two themes that helped me with the teachers’
perceptions of these support changes.
1. ELL teachers have always served as teachers and family-school liaisons, and
supports have not changed due to the COVID-19 pandemic.
2. Due to the COVID-19 pandemic, the role of the ELL teachers greatly shifted to
providing more support to students, staff, and families.
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Finally, with selective coding, I was able to formulate an answer to my research question.
Research Question
I organized the results of the participants’ responses according to the purpose of
my study of identifying how ELL teachers’ support changed during the COVID-19
pandemic and ELL teachers’ perceptions of how this change may have impacted ELLs
during the COVID-19 pandemic. The data were used to answer my research question.
How did English language learner teachers’ support for English language
learners change during the COVID-19 pandemic?
This research question focused on how ELL teachers’ support for ELLs may have
changed during the COVID-19 pandemic. Questions one and two of my questionnaire
were designed to gain basic information about ELL teachers’ professional experiences. I
examined responses to questions three, four, five, six, seven, eight, nine, and ten, which
explored the ELL teachers’ support in the areas of teacher, parent, and student supports.
Based on the participants’ responses, I formulated emerging themes, which helped me
with answering my research question around supporting students, and how their support
changed due to the COVID-19 pandemic.
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The following themes emerged from the key words and phrases, or axial codes:
whole child support, family engagement, school support, and community engagement
(see Figure 4). Examples of open and axial codes, and emerging themes are listed in the
table below. I identified open codes, grouped them together, and detected axial codes.
Then, I developed the four emerging themes based on the participants’ responses. I
described each of the four themes and supported them with the participants’ responses.
Figure 4
Examples of Coding
Open Codes
Social-emotional support
Health support
Vision and hearing
Mental support
Character development
Behavior support
Language support
Clothes
Food and shelter
Social support
Literacy
Newcomer supports
Technology
Chromebooks
Google classroom
English acquisition
Phone calls
Communication
Parent letters
Weekly meetings
Email communication
WIDA
Collaboration with
classroom/general ed
Lesson planning
Data sharing
Modifying assessments
Individual Learning
Plans

Axial Codes
Health
Academics

Themes
Whole child support

Communication
Interpretation
Translation
Support during school
Registration
Administration support
School staff support
Compliance support
Testing reports
Accommodations
Modifications
Lesson planning
Delivery

Family engagement
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School support

Support for student
struggles/successes
Classroom management
Administration support
IEP/504 support
Car duty
Registration/enrollment
Language support
Welcome back to school
Administrative tasks
Community engagement
Translation
Interpretation
Community outreach
ClassDoJo
TalkingPoints

Community outreach
Community engagement

Community engagement

Whole Child Support
All the participants provided some type of supports during the COVID-19
pandemic. The participants supported their students in the following areas, which I
identified as open codes in the data analysis process: social-emotional support,
curriculum and instruction support, personal and academic support, and extra-curricular
activities. Then, I grouped these open codes together and detected the axial codes of
health and academics. Based on the axial codes, I developed the whole child theme from
the participants’ responses. Before the COVID-19 pandemic, the students were supported
“socially, emotionally, and academically”, according to Participant 5. Participant 5
“advocated for them to ensure ELLs received fair treatment and opportunities.” During
the COVID-19 pandemic, Participant 1 discussed how the process of implementation of
“research-based strategies to provide any necessary support to existing and transitioning
ELLs” took place in school. Participant 5 added they spent time “teaching ELLs conflictresolution skills that pervaded their social, academic, and personal lives.” Additionally,
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Participant 4 stated “I help with all grade levels when students need not only the
academic support but also if they have any immediate needs like clothing, eyeglasses,
shoes, food, etc.” Participant 4 shared the school connected ELLs with resources for any
health care needs, if needed.
In addition to personal and health supports, five participants reported they
provided supports in academics. During the COVID-19 pandemic, Participant 4 provided
support in their regular education classes and offered support to their teachers by
communicating in-person and via email about students’ progress, behavior, or concerns.
Participant 4 stated “I help with planning, so our lessons are ‘tied’, and my class help
reinforced those skills where our ELLs are struggling.” Participant 7 provided “direct
English acquisition instruction, content area vocabulary instruction and application,
assisted and re-taught content area assignments to help students complete their homework
with understanding.” Participant 2 stated “teaching the newcomer ELLs how to use
devices and navigate Google Classrooms” was important. Of the eight participants, one
participant noted it was important to provide additional support to students during their
content classes. One participant stated how their school added more guidance and socialemotional classes.
Family Engagement
Seven of the eight participants supported families during the COVID-19
pandemic. During the COVID-19 pandemic, the ELL teachers supported families in the
following areas, which I identified as open codes in the data analysis process:
communication, translation and interpretation, meetings, parent-teacher conferences,
enrollment, and language support. Then, I grouped open codes together and developed
the axial codes of communication with families, school registration, translation, and
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interpretation. Based on the axial codes, I identified the theme of family engagement.
Before the COVID-19 pandemic, Participant 1 shared they supported students by
“utilizing language support and the translator calling home to notify of a student’s
tardiness, absence, or illness.” Participant 1 stated
Families were notified of their student's WIDA ACCESS score on paper, along
with the Continuation of Services Form. Newly screened students' parents were
notified of their child's Screener Score and Initial Notification of ELL Services
form. Parents were encouraged to come visit the school for every Parent/Teacher
Conference to discuss their child's progress. Our translator called the parents
whenever a student was perpetually late, absent, or not performing well in the
classroom.
There was help with completing paperwork and communication with digital technology.
Participant 8 added how information was shared with families regarding local church
support and food ministries. Additionally, before the COVID-19 pandemic, “families
were notified about their students’ language acquisition test scores along with
continuation or exiting of services”, according to Participant 1. Parents were also
encouraged to attend parent-teacher conferences to discuss their child’s progress.
During the COVID-19 pandemic, Participant 3 added how their school
implemented the plan for “meetings virtually, email communication and interpretation of
services during the meetings.” Participant 5 stated it was beneficial to make translated
phone calls regarding school-related events. Participant 4 summarized how relationships
and connections became closer during the COVID-19 pandemic. Participant 4 stated
“Relationships have grown tidier since COVID, if there is a need, we are in it together.”
Of the eight participants, one participant stated there was limited family support before
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the COVID-19 pandemic. During the COVID-19 pandemic, one participant continued
supporting families the same way as before the pandemic plus additional translated
communication. One participant noted it was important to provide additional support with
social-emotional health, academic and literacy skills.
School Support
All eight participants shared they collaborated with the school staff regularly. The
ELL teachers supported school staff in the following areas, which I used as open codes in
the data analysis process: administrative tasks, lesson planning and collaboration, data
and compliance, Special Education support, school support, and communication with
families. I grouped these open codes together and detected the axial codes of
administration and schools staff support with compliance, testing reports, and
accommodations and modifications in lesson planning and delivery. Based on the axial
codes, I identified the theme of school support. Before the COVID-19 pandemic, the ELL
teachers documented how they collaborated with teachers and staff by performing
administrative tasks, planning and modifying lessons to meet individual students’ needs,
collaborating about data and compliance, and discussing communication with families.
Participant 1 discussed how “ELL compliance helped the school with the state
monitoring process.” Additionally, Participant 1 explained the following teacher supports
for those ELLs who had tested out of ELL but remained under monitoring.
I used strategies in the classroom along with technology, prepared and sent
Individual Learning Plans to all gen ed teachers of my ELLs each semester, as
well as Monitoring Forms to teachers of my Transition 1 and Transition 2 ELLs
who had previously exited the ELL program.
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Participant 6 reiterated the way they provided support in lesson planning and students’
progress overall was beneficial by stating “I communicated with my students' teachers
regularly about lesson content and student progress or lack thereof.”
During the COVID-19 pandemic, three of the eight participants shared how
communication with school staff remained the same as before the COVID-19 pandemic.
Participant 5 discussed how communication with school staff took place by “email or inperson communication regarding students’ strengths, struggles, progress, hindrances, and
behaviors.” It was equally important to note how ELL teachers supported general
education teachers and reinforced everyone’s efforts in meeting the ELL’s needs as well
emotional support for the entire staff. Participant 4 was a language learner and knowing
the ELL struggles first-hand truly helped them in offering any type of supports.
Participant 4 stated “Being an ELL myself, [I] am always interacting with Gen ed
teachers. I understand first-hand what is like to be an ELL student. I have an amazing
relationship and work ethic with my colleagues.” Participant 8 added how “additional inperson interaction, verbal and written communication, as well as regular check-ins and
informal chats” contributed to different types of supports in the school. Participant 5
summarized how various supports contributed to the school culture.
Outside of instruction I have lunch duty weekly and early duty weekly (to
supervise students before school starts). I also have car duty every afternoon,
which means I go outside and call student names for them to leave. Additionally, I
serve as an ELL representative in IEP, 504, and SLS meetings. Furthermore, as
team leader, I also communicate with administration daily about ELL concerns,
including but not limited to: sharing important info/updates with the team from
the admin, and keeping track of ELL behaviors/conflicts and ensuring their timely
69

and fair resolution. Additionally, I also provide daily mentorship and
collaboration with other ELL teachers as well as gen-ed teachers as it pertains to
effective instruction and classroom management.
All the participants shared how they communicated with the school staff either in-person
or via email about their students’ progress, completed different tasks, collaborated with
staff, and participated in school’s events as integral part of the school success.
Community Engagement
One of the eight participants shared a limited level of community engagement
before and during the COVID-19 pandemic. Seven of the eight participants discussed
how beneficial different ways the community outreach were for the ELL community. The
ELL teachers supported students and families by collaborating with all stakeholders.
During the data analysis, I identified the open codes of stakeholders, community
engagement, outreach, translation, and interpretation. Then, I grouped the open codes
together and detected the axial code of community outreach and engagement. Based on
the axial codes, I identified the theme of community engagement.
Before the COVID-19 pandemic, Participant 3 noted the importance of providing
access among all stakeholders. Participant 3 stated “All access to opportunity and equity,
integration of language and content, collaboration among stakeholders, language
development.” During the COVID-19 pandemic, Participant 4 described how community
organizations needed support in translation and interpretation. Participant 4 also added
how “new friendships and business connections emerged in the time of hardship, and it
did not matter what support the students needed, academic or personal.” Both, Participant
4 and Participant 7 noted how these connections took place; community organizations
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provided information for local services to help with rent, food, and medical services, and
school support staff offered translation services in return.
In question ten, I inquired about the teachers’ perceptions on how the support of
students might have changed during the COVID-19 pandemic. Two of the eight
participants stated nothing changed during the COVID-19 pandemic – they have always
served as teachers and family-school liaisons. Participant 5 stated how the philosophy of
teaching had always been part of supports and advocacy provided on a daily basis.
Participant 5 stated
Honestly, there hasn't been much change. My philosophy of teaching has always
maintained the stance that support and advocacy is my JOB. I don't teach kids
English...I support kids' growth, health, and learning. My job is to support. That's
what I have done and what I'll always do. Of course, there's always room for
improvement, but I'll only get better, not worse.
Participant 1 had a similar response and added they relied more on technology with a
Google Classroom and offering supports with devices and internet access. In all, 2 of the
8 participants indicated there were no changes in the support due to the COVID-19
pandemic.
Six of the eight participants responded students were supported just as well as
they had always been prior to the COVID-19 pandemic. Due to the COVID-19 pandemic,
the role of the ELL teachers greatly shifted to providing more support to students, staff,
and families. Participant 4 discussed how being more involved in the community
encouraged the students’ participation in academic and extra-curricular activities.
Participant 4 stated the following:
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I am more involved in the community. I recently became a Lions Club member
since they are a great support in our community. The more people [are] involved
with our students, the more successful our students can become. As relationships
with parents have gotten tidier, Hispanic students are able to participate in more
academic activities than they have before. I am so excited for our ELL's students.
Example, BETA convention, spend 3 days and 2 nights at the National Park,
Summer School, After School Program, Tutoring, Band... I am sure to take the
time to call every parent and explain why these activities are important for our
students.
Participant 8 stressed the importance of providing more mental support. Participants 2
and 3 offered more in-person support to families and ensured they had necessary tools
and resources. Participant 2 stated the following: “We are more involved with ensuring
families have what they need and checking in more frequently.” In all, five of eight
participants who responded to the questionnaire indicated they offered academic and
well-being supports to the students, as well as ensured families had all necessary
resources.
Participants’ responses indicated how they supported students, families, and
school staff during the COVID-19 pandemic. Participants’ responses helped me answer
my research question – English language learner teachers’ support for English language
learners changed during the COVID-19 pandemic in the areas of whole child, family and
community engagement, and school support. Also, Participants’ responses indicated how
they perceived the ELL teachers’ supports have changed during the COVID-19
pandemic. Two participants stated they perceived their supports have not changed due to
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the COVID-19 pandemic, and six participants perceived their support have changed due
to the COVID-19 pandemic.
Summary of Results
In this study, I used the research question to help me identify how ELL teachers’
support for students in a southeastern school district, IISD, changed during the COVID19 pandemic and ELL teachers’ perceptions of how this change may have impacted ELLs
during the COVID-19 pandemic. I selected the participants according to criteria I
identified to fit the purpose of the study. I implemented open coding by organizing the
questionnaire and reading each response to create an overall idea. I organized the data by
axial coding, I looked for emerging patterns, which turned into specific themes that
helped me with answering my research question. With selective coding, I was able to
formulate answers to my research question.
I discovered several consistent themes of the ELL teachers’ supports that existed
before the COVID-19 pandemic in the areas of student, family, and staff support, as well
as community and stakeholder engagement. During the COVID-19 pandemic, teachers
provided more emotional support and taught students how to cope with trauma in the
classroom. ELL teachers intentionality supported content area teachers, offering
modification and accommodation support, as well as participated in special education and
intervention teams. They communicated and collaborated with the school staff about their
students’ progress, as well as participated in school’s events as integral part of the school
success. Additionally, ELL teachers made connections with community organizations by
offering translation and interpretation services in exchange for seeking support with
housing cost, food, and medical services.
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More translation has been implemented while communicating with families about
school-related events and activities. ELL teachers involved ELLs in extra-curricular
activities outside a regular instructional day. More supports were offered to support
technology integration and device implementation. Overall, the entire school, community
organizations, and family community built meaningful partnerships, according to
Participant 4, “Relationships have grown tidier since COVID, if there is a need, we are in
it together.” Additionally, I discovered ELL teachers’ perceptions were divided between
two groups of those who felt nothing changed due to the COVID-19 pandemic and those
who felt the opposite, being more involved with supports increasing during the COVID19 pandemic. In Chapter V, I discussed the implications of the results and
recommendations for future research.
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Chapter V: Discussion of the Study
During the 2020-2021 school year, the ELL teachers needed to shift their support
for ELL students due to the COVID-19 pandemic (Council of the Great City Schools,
2020). At the time of this study, there was limited research on ELL teachers’ scope of
work and the significance they made in the lives of the ELL students during the COVID19 pandemic in the areas of health, financial stability, public assistance, learning, and
mental health (Council of the Great City Schools, 2020). The purpose of this study was to
investigate how ELL teachers’ support for students in a southeastern school district, IISD,
changed during the COVID-19 pandemic and ELL teachers’ perceptions of how this
change may have impacted ELLs during the COVID-19 pandemic.
In this study, the goal of utilizing social constructivism (Vygotsky & Cole, 1978)
was to look through the lens of active learning with the purpose of ELL teachers leading
each other and their students to success. Pathan et al. (2018) discussed how Vygotsky
introduced the concept of language learning in social interaction through social, cultural,
and historical artifacts. Kumar Shah (2019) noted constructivist teachers helped their
learners through problem-solving and inquiry-based learning activities. Collaboration
was also important in negotiating where to go next in the construction process through
contribution of meaning in different ways (Armstrong, 2019). Based on the participants’
responses, I was able to align Vygotsky’s (1978) theoretical framework to the themes that
developed from the data analysis.
According to Daniel (2020) and Kuhfeld et al. (2020), COVID-19 was the
greatest challenge to the national education systems in the last 50 years, leaving school
districts with little time to prepare for remote learning considering large gaps in
technology access, digital divide, job losses, major economic downturn, and health threat
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of the pandemic. Council of the Great City Schools (2020) noted the nation grappled with
the COVID-19 pandemic, and ELLs and their families experienced disproportionate
distress during the economic instability and school closures.
Traditionally, the ELL teacher was responsible for ELL students’ linguistic and
literacy development, their acculturation to a new life, and their social-emotional wellbeing (Short et al., 2018). As outlined by Short et al. (2018), ELL teachers, however,
could not meet all the needs of ELLs on their own, and by sharing their expertise with
colleagues, they helped build capacity within their schools and offered an exemplary
education to ELLs. ELL teachers played an important role in ELL’s education by being a
mentor and counselor to students, a resource to content area teachers and administrators,
as well as an important link to parents or guardians of ELLs serving as advocates for
students and their families (Short et al., 2018). ELL teachers assumed the roles of agents
of change advocating for the resources and services that students needed to succeed in
various educational settings by respecting and promoting students’ home languages and
cultural backgrounds, celebrating diversity and multilingualism, and helping prepare
students to be global citizens (Short et al., 2018).
During the COVID-19 pandemic, as highlighted by the Council of the Great City
Schools (2020), ELL teachers provided the following instructional supports to schools:
developing lessons based on the ELL standards, hosting collaborative sessions for
content-area teachers on addressing ELL’s academic needs, establishing co-teaching
protocols and opportunities for ELL-embedded supports, and providing virtual support as
school districts implemented devices for each student. Additionally, during the COVID19 pandemic, ELL teachers partnered with language networks, refugee resettlement
agencies, community-based and faith-based organizations, as well as local television
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stations to improve communication and deliver lessons (Council of the Great City
Schools, 2020). Breiseth (2020) also noted immigrant communities organized
communication networks within parent groups, with local organizations, or through
media outlets in different languages, and collaborating with these networks provided a
valuable benefit both in sharing information and learning more about families’ questions,
concerns, and ideas. Also, it was crucial to share information with families such as social
distance protocols and basic information about the virus, including how it spread, who it
mostly affected, what to do in case of illness, and how to follow preventative measures
(Breiseth, 2020). Council of the Great City Schools (2020) also reported ELLs had to
cope with social-emotional stress of social isolation, food, and shelter insecurity in
addition to health challenges; therefore, some school districts, with coordination of ELL
teachers, provided parents and families with a list of resources for food assistance,
transportation, and mental health services.
Based on my results in this study, it was evident ELLs were supported socially,
emotionally, and academically before the COVID-19 pandemic. The ELL teachers
advocated for them to ensure ELLs received fair treatment and opportunities providing
any necessary support to existing and transitioning ELLs in their social, academic, and
personal lives. Also, I found the importance of providing access to opportunity and
equity, integration of language and content, as well as collaboration among all
stakeholders. I found how ELL teachers documented their collaboration with teachers and
staff by performing administrative tasks, planning and modifying lessons to meet
individual students’ needs, collaborating about data and compliance, and discussing
communication with families before the COVID-19 pandemic. Communication and
collaboration regarding students’ strengths, struggles, progress, hindrances, and behaviors
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took place via email or in-person. Additionally, I found before the COVID-19 pandemic,
families were notified about their students’ language acquisition test scores along with
continuation or exiting of services. Parents were encouraged to attend parent-teacher
conferences to discuss their child’s progress. There was help with completing paperwork
and communication with digital technology as well as language support and notification
of a student’s tardiness, absence, or illness.
During the COVID-19 pandemic, ELL teachers provided direct English
acquisition instruction, content area vocabulary instruction and application, assisted and
re-taught content area assignments to help students complete their homework with
understanding. It was important to note how the process of teaching the newcomer ELLs
and introducing devices and navigating Google Classrooms helped them overcome
technology barriers. Additionally, during the COVID-19 pandemic, I found there were
additional in-person interactions, verbal and written communication regarding lesson
planning and students’ progress overall. I found ELL teachers provided support in their
regular education classes and offered support to their teachers by communicating inperson and via email about students’ progress, behavior, or concerns. I found ELL
teachers supported school staff in the areas of administrative tasks, lesson planning and
collaboration, data and compliance, Special Education support, school support, and
communication with families. I also noticed how beneficial the translated phone calls
regarding school-related events, conducting meetings virtually, email communication and
interpretation of services were for the school staff and the community were. Overall, I
found how new friendships and business connections emerged in the time of hardship and
became closer with a “we are in it together” mindset, as summarized by the Participant 4.
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In my research question, participants’ responses indicated how they supported
students, families, and school staff during the COVID-19 pandemic. Participants’
responses helped me answer my research question – English language learner teachers’
support for English language learners changed during the COVID-19 pandemic in the
areas of whole child support, family engagement, school support, and community
engagement. It was surprising to note how two of the eight participants indicated there
were no changes in the support during the COVID-19 pandemic. In all, six of the eight
participants perceived their support changed due to the COVID-19 pandemic.
Implications for Practice
Based on my results of this study, I have determined implications for practice on
the change in the ELL teachers’ support and implications for practice based on the ELL
teachers’ responses concerning perceptions of these changes due to the COVID-19
pandemic as they relate to the literature. I have determined the following implications for
practice such as participation in the instructional team and any professional development
opportunities, communication with families, and ELL students’ participation in any
academic and extra-curricular activities.
The first implication is the consideration for the ELL teachers to be part of any
instructional team that consists of administrators, content area teachers, and any
intervention staff. Within this instruction team, any communication and collaboration
should include all educators who participate in the education process of a student. As
Espino Calderon et al. (2020) suggested, educators who learned to collaborate in a
manner that pooled knowledge, skills, and dispositions, were best equipped to engage and
advance the achievement of their culturally and linguistically diverse students during
language acquisition classes. As Participant 4 noted, during the COVID-19 pandemic, it
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was essential to support the ELL students’ regular education classes and offer support to
their teachers by communicating in-person and via email about students’ progress,
behavior, or concerns.
A second implication is for the ELL teachers should be included in any
professional development as part of the school district or school learning. During the
COVID-19 pandemic, Council of the Great City Schools (2020) pointed to a critical need
for professional development in the use of virtual tools and platforms as many teachers
were unaware of or not comfortable with using instructional technology in their daily
instruction. Participant 4 was a language learner and knowing the ELL struggles firsthand truly helped them in offering any type of supports. As a result, knowing what
supports to provide helped staff focus on the types of professional development they
needed to support their ELLs.
A third implication is for the ELL students’ families to be heavily involved in
communication about individual students. As Sugarman and Lazarin (2020) discussed,
the challenge of communicating with immigrant-background and limited English
proficient families intensified during the COVID-19 pandemic; therefore, the loss of inperson communication became a barrier in building relationships, trust, and
understanding between families and teachers. Participant 5 stated it was beneficial to
make translated phone calls regarding school-related events and activities. Additionally,
ELL families should participate in any parent engagement events. Breiseth (2020) noted
immigrant communities had communication networks within parent groups, with local
organizations, or through media outlets in different languages, and collaborating with
these networks provided a valuable benefit both in sharing information and learning more
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about families’ questions, concerns, and ideas. Participant 4 summarized how
relationships and connections became closer during the COVID-19 pandemic.
Lastly, a fourth implication is for the ELL students to have equal opportunity to
participate in any academic and extra-curricular events and activities, and language
barrier should not be considered as hindrance in a student’s education. Breiseth (2020)
reported all families had a legal right to have access to all information in a language they
understood, including any updates related to school events. Curriculum developers should
consider including authentic and culturally sensitive material in their education programs.
According to Muniz (2019), culturally responsive teaching was “an approach that
challenges educators to recognize that, rather than deficits, students bring strengths into
the classroom that should be leveraged to make learning experiences more relevant to and
effective for them.” Returning to school during the COVID-19 pandemic, in-person and
virtually, required an accelerated learning approach rather than remedial; therefore, a
vision of accelerating of content and language was of vital importance (Council of the
Great City Schools, 2020). As a result, school district and state leaders should consider
planning and creating policies and procedures with all stakeholders in mind. WIDA
(2021b) suggested the importance of content area teachers, administrators, and ELL
teachers’ collaboration as mutually responsible parties for developing language and the
shift from the idea that only ELL teachers should assume sole responsibility for the
success of ELLs.
Recommendations for Further Research
Based on the findings of the study, I organized recommendations for further
research around the three topics, data, culture, and professional development. First, this
study was conducted in a mid-size school district compared to other school districts in the
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surrounding area; therefore, I recommend comparing the data with larger school districts’
data. Some larger school districts have more sufficient funding based on the ELL student
count, and ELL staff may have other duties and responsibilities based on the school
district and individual school’s priorities. Additionally, school districts’ demographics
may contain different language groups which changes the way the ELL teachers and staff
may support students and families.
Next, another future recommendation is researching different cultures and
language groups and their needs of support in education. Finally, another noteworthy
topic of discussion from this study is how co-teaching and collaborating between the ELL
teacher and content teacher in the same classroom impacts ELL students. The participants
in my study discussed collaboration and communication to support students’ needs, and it
would be worthwhile to investigate how different language proficiency students’ needs
must be differentiated within a classroom. Future researchers should investigate teachers’
expectations of each other’s contribution to instruction and different ways to improve
teamwork and communication. Future researchers should also investigate school and
school district administrators’ professional development with the purpose of being
culturally aware and supportive of the ELL teachers’ and staff initiatives.
Conclusions of the Study
The purpose of this study was to investigate how ELL teachers’ support for
students in a southeastern school district, IISD, changed during the COVID-19 pandemic
and ELL teachers’ perceptions of how this change may have impacted ELLs during the
COVID-19 pandemic. I utilized a qualitative, basic interpretive design using a
questionnaire to conduct my study of ELL teachers’ role related to student support and
how it changed before and during the COVID-19 pandemic. I selected the participants
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according to criteria I identified to fit the purpose of the study, teachers must be (a)
certified and licensed by the State of Tennessee, (b) must work in an elementary, middle,
or high school, and (c) must have worked as an ELL teacher prior to the COVID-19
pandemic, and (d) must have worked during the COVID-19 pandemic. Based on the
literature and key themes I identified with the help of the participants’ responses, I
developed the following conclusions. Participants’ responses indicated how they
supported students, families, and school staff during the COVID-19 pandemic.
Participants’ responses helped me answer my research question – English language
learner teachers’ support for English language learners changed during the COVID-19
pandemic in the areas of whole child, family and community engagement, and school
support. Also, Participants’ responses indicated how they perceived the ELL teachers’
supports have changed during the COVID-19 pandemic. Two participants stated they
perceived their supports have not changed due to the COVID-19 pandemic, and six
participants perceived their support have changed due to the COVID-19 pandemic.
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Appendix A
Questionnaire
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WIDA (2021a) English Language Development Framework is based on the following
ELL supports: access to opportunity and equity, integration of language and content,
collaboration among stakeholders, and language development.
Questionnaire:
1. In what grade levels do you support your ELLs?
2. How many years have you been supporting ELLs?
• 0-5
• 6-10
• 11-15
• 16-20
• 21+
3. In what ways, if any, did you support your students before the COVID-19
pandemic?
4. In what ways, if any, do you currently support your students?
5. As an ELL teacher, what are your current daily responsibilities outside the ELL
instruction?
6. In what ways, if any, did you interact with content teachers before the COVID-19
pandemic?
7. In what ways, if any, do you currently interact with content teachers?
8. In what ways, if any, did you support families before the COVID-19 pandemic?
9. In what ways, if any, do you currently support families?
10. How has your support of students changed during the COVID-19 pandemic?
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Appendix B
ELL Supervisor Permission Request
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ELL Supervisor
Street Address
City, State, Zip Code
Dear ELL Supervisor,
Permission has been granted to Inna Slisher by XXX School district to conduct
research with the ELL Teachers. The purpose of this study was to investigate how ELL
teachers’ support for students in a southeastern school district, IISD, changed during the
COVID-19 pandemic and ELL teachers’ perceptions of how this change may have
impacted ELLs during the COVID-19 pandemic. The purpose of this letter is to ask
permission to send a questionnaire to all ELL teachers in your school district for data
collection purposes to support the research of the study. Questionnaires will be conducted
by me, Inna Slisher, in partial fulfillment of the requirements for the degree of Doctor of
Education at Lincoln Memorial University. The process will include sending the
voluntary questionnaire to the teachers and assistant principals in your school. Teachers
who volunteer to participate will do so without harm or impact on their current or future
professional standing. Teachers will be asked to complete a nine-question electronic
questionnaire through SurveyMonkey. With the data collected, this study may help to
better prepare future ELL teachers in the area of supporting students, parents, and staff.
As a result, ELL teachers, content teachers, and administrators may benefit from the
results of the data. Questionnaires will be completed in accordance with each
participant’s availability. Responses will be confidential without any identifying
characteristics.
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Appendix C
Request to Conduct the Study
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Researcher: Inna Slisher
EdD Candidate at Lincoln Memorial University
Inna.Slisher@lmunet.edu
Dear Educator,
Your participation is being requested for the research study entitled English
Language Learner Teacher Support Changes during the COVID-19 Pandemic. The
purpose of this study was to investigate how ELL teachers’ support for students in a
southeastern school district, IISD, changed during the COVID-19 pandemic and ELL
teachers’ perceptions of how this change may have impacted ELLs during the COVID-19
pandemic.
This study is in partial fulfillment of the requirements for the degree of Doctor of
Education at Lincoln Memorial University, where I am currently enrolled. Your
participation will be extremely valuable to me due to your knowledge and expertise in
this subject area; therefore, I am kindly requesting your participation in my study.
Participation in this study is voluntary. Please read the information below and contact me
via email listed above with any questions you may at any time.
With your help, this study may help to better prepare future ELL teachers in the
area of supporting students, parents, and staff. As a result, ELL teachers, content
teachers, and administrators may benefit from the results of the data. You are eligible to
participate in this study if you are (a) certified and licensed by the State of Tennessee, (b)
must work in an elementary, middle, or high school, (c) must have worked as an ELL
teacher prior to the COVID-19 pandemic, (d) must have worked as an ELL teacher
during the COVID-19 pandemic.
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This study includes ten questions to be completed electronically through
SurveyMonkey and will require approximately 10-15 minutes of your time. You
may refuse to answer any question or discontinue your involvement at any time
without penalty. If at any time you discontinue the questionnaire, your results will
be discarded. Upon the email receipt, you will be prompted to click on the link to the
SurveyMonkey questionnaire. The first section of the questionnaire will include the
implied consent. By clicking on this link, you agree to participate in the study. Your
responses will not be identified by the SurveyMonkey questionnaire, will be kept strictly
anonymous, and data will be stored on secure password-protected hard drive. Any report
of this research that is made available to the public will not include your name or any
other individual information by which you could be identified. Your decision to
participate will not affect your current or future relationship with Lincoln Memorial
University.
There are no known harms or discomforts associated with this study, as it
involves minimal risk and is an effort to highlight your current success as an
educator and the support you provide to individuals in your school. To prepare for
this study, I am asking that you consider your role as an ELL teacher to share those
experiences to the best of your knowledge. This research has been approved by the
Lincoln Memorial University’s Institutional Review Board.

Thank you for your consideration to participate in my study.
Inna Slisher
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